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ABSTRACT
Focus on the professional status of English teachers in higher education contexts in
Japan is often overshadowed by more confronting challenges facing universities in
Japan, such as a decline in student enrolments or pressure on the financial sustainability
of universities (Doyon, 2001; Arima, 2002; Amano & Poole, 2005). If, however, we
accept Hattie’s (2004) argument that teachers are the most significant influence on
students’ learning experiences, then efforts focused on addressing these challenges
would also need to include a greater understanding of teachers. It is the aim of this
thesis to contribute to this understanding through its exploration of the professional
identities of teachers of English at a university in Japan and the ‘objects’ that influence
significantly the process of negotiating professional identity.

Professional identity is an ongoing process of interpretation and reinterpretation of
experiences (Beijaard et. al., 2004). The research literature on the notion of professional
identity is growing but tends to emerge from studies on early career teachers or
identities developed through teacher education (Connelly & Clandinin, 1999; Alsup,
2006; Cohen, 2010; Devos, 2010). There remain, however, a number of issues that need
addressing in order to provide greater clarity of the concept in terms of its definition and
the factors that significantly affect the process of negotiating professional identity
(Beijaard et. al., 2004), such as its relationship with professional development and
quality teaching. These are often viewed as tools and measures of teaching practice that
influence how individuals’ own perceptions of professional identity as teachers and
those of others are interpreted (White, 1998; Rowe, 2003; Arnon & Reichel, 2007;
Ingvarson & Rowe, 2008; Connell, 2009).

This study draws on symbolic interactionism (Mead, 1934; Blumer, 1969; HermanKinney & Verschaeve, 2003; Hewitt, 2003; Charon, 2004) to explore professional
identity and the ‘objects’ that significantly influence the process of negotiation.
Although current literature on identity and professional identity draw on other research
traditions (Duff & Uchida, 1997; Coldron & Smith, 1999; Norton, 2000; Agee, 2004;
Lasky, 2005; Clarke, 2009; Ilieva, 2010), symbolic interactionism was chosen because
it provided a useful way to allow meanings to be explored in the richness of the context
v

of this study. Within this framework, a qualitative research design employed semistructured interviews to collect and analyse the responses of fourteen participants,
drawn from the language centre of one large, well-established private Japanese
university. Data were analysed and interpreted using an inductive approach to identify
emergent themes, patterns, and ‘objects’ used to negotiate and manage professional
identity (Blumer, 1969; Vryan et al., 2003; Beijaard et al., 2004).

The study found that in terms of practice, the teachers were professional, but
recognition as professionals through their own interpretations and those of others was
fragmented. This confirms claims in the literature that EFL teachers still have some way
to go before they can be truly defined as professionals (Pettis, 2002). Teachers were
found to have limited space to reflect on their teaching practices, often viewed as an
important aspect of teaching that would otherwise contribute to the process of
developing professionally (McArdle & Coutts, 2003; Beijaard et al., 2004; Farrell,
2011). This study instead found the teachers possessed degrees of professionalism that
characterised temporally and spatially their depth of engagement as teachers of English.
While formalised forms of professional development were found to have some
influence on their professional identities, it was not the most significant contributor.

The study mapped the multidimensional process of negotiating professional identity and
identified ‘objects’ that influenced significantly this process. The findings highlighted
the complexity of the process and the importance of social interactions as reflective
tools for teachers to develop professionally. Several key aspects were found to
characterise

professional

identity:

connection,

commitment,

apprenticeship,

resourcefulness, independence, and enthusiasm. The key aspects provide elements for
consideration to strengthen activities designed to professionally develop teachers, such
as work-based professional development activities.

This thesis contributes to current understanding of professional identity in ELT contexts
in Japan and provides a point of departure to focus on the quality of teaching that is
needed to achieve the desired outcomes by all stakeholders in ELT in higher education
in Japan.
vi
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Chapter 1:

INTRODUCTION

1.1 INTRODUCTION
Tertiary level English teaching in Japan, as in many countries in Asia, is viewed as a
key contributor to the economic and social wellbeing of the nation (Honna & Takeshita,
2005). Despite the importance of English language teaching (ELT), there are great
problems with inadequate levels of student proficiency in English and with the system
of English language teaching at higher levels in general (McVeigh, 2004; Kobayashi,
2007). Attempts to address the issue of poor student performance have often focused on
making students work harder or altering the standards and allowing flexibility in the
curriculum. What has been absent from discussion related to improving student
outcomes has been a focus on the influence of the teacher and the connection between
teacher professional development and effective teaching practice. In essence, the
professional identity of teachers of English has been largely ignored. A greater
awareness of professional identity and the process of its constituion has the potential to
open up opportunities for effective work-based forms of professional development that
lead to effective teaching practice.

The term ‘professional identity’ has many interpretations in the literature, which are
explored further in chapter 2. Broadly defined, however, it refers to the professional
aspect of an individual’s identity in their role as a teacher. There is increasing focus on
teacher professional identity in education globally, with attention given more to
exploring changes to individuals’ identities during final periods of teacher education or
development of a teacher identity during the pre-service to early career stages (for
example, Chong & Low, 2009; Clarke, 2009; Lamote & Engels, 2010). There is also a
growing number of studies on the identities of teachers who are advanced in their
careers or who have entered teaching as a second career (Gratch, 2000; Simon-Maeda,
2004; Søreide, 2006; Smit & Fritz, 2008; Vähäsantanen & Billett, 2008). This research
explores how teachers of English in a foreign language centre at a Japanese university
negotiate and manage their professional identities. Such a study of professional
identities contributes to current understanding of mid-career and career-change teachers,
addressing the gaps in what we know about tertiary teachers of English. It explores
1

individuals who already teachers and those factors that influence the negotiation of
professional identities in an attempt to better understand the professional needs of
teachers of English. The analysis of the findings from this research has implications for
commonly held notions of professional development and quality teaching for ELT in
Japan.

Teachers of English are always in search of ways to advance their teaching abilities with
the aim of improving student outcomes that reflect more closely their expectations and
those of other stakeholders. Underlying the practice of teaching is a commitment and
responsibility to the learning needs of students. It is hoped that through the focus on
teachers’ professional identities, future studies can explore the implications and
applications of this field of knowledge to the issues that beset tertiary ELT and the
interactive relationships between the professional identities, student outcomes and
effective teaching.

This introductory chapter begins with a personal account of my experiences as a teacher
of English, and discusses how this research emerged from years of experience and
observations of a field that is ready to blossom professionally, yet is restrained by a
number of factors within a complex teaching environment.

The chapter also explores the status of English education in Japan. It describes the
nature of teaching English at Japanese universities and of the teachers who teach
English at universities. The justification for the research and the contribution it makes to
the field of English language teaching are also discussed. The chapter concludes with an
overview of the subsequent chapters contained in this thesis.

1.2 RATIONALE

FOR THIS RESEARCH:

THE

BEGINNINGS OF A NOT-SO-ENGLISH

TEACHER
“This job is easy, anyone can do it.”
“My English is not as good as yours because you are a native speaker.”
“I’m not sure whether I’m a teacher or an entertainer.”
“Do you think that 4-week course is all I need to teach English?”

2

“They are just not motivated to learn English. It’s a waste of time. I feel like a babysitter.”
“He’s a really good teacher. I wish I could know his secret.”
“Why don’t you get a real job like the rest of us!”

The origin of this research emerges from years of remembered quotes and comments,
such as those above, collected and stored in a memory box somewhere in the corner of
my mind waiting for the time and opportunity to sift through and make sense of them.
They are paraphrased versions that I heard quite often over my many years of teaching
English that fed into my developing interest in what it means to be a teacher of English
and the process taken to become one.

The genesis of this study, however, occurred many years earlier when, as a recent
graduate of a business management degree, I responded to an advertisement to teach in
Taiwan. It was an advertisement similar to many offering teaching positions in foreign
countries to individuals with little or no teaching experience or qualifications. I set off
to Taiwan for a year of teaching English in a school that tutored primary and early high
school children in English, commonly known as cram schools or, as it is referred to in
Taiwan, bushiban (補習班). It is still difficult to explain the source of my motivation to
accept an offer to teach in areas in which I was unqualified, untrained and completely
inexperienced over the opportunity to begin a long and probably successful career in
business. It is, however, a story not unfamiliar in the field of teaching English in
countries like Taiwan or Japan: individuals who are perhaps between careers, taking a
break from a career or still undecided about their career direction. The teaching of
English is one field that has the reputation of requiring little qualification, speaking
‘native’ level English being the only criterion. The Internet, for example, hosts a
number of sites that offers positions that require little or no experience and minimal
qualifications to teach English in a number of countries where English is not the official
or main language. Similarly, a number of sites offer courses that claim to qualify
individuals to teach English within a short period of time.

After almost three years teaching students between the ages of three and 35, I made the
decision to formalise my experience by undertaking a masters in education, specialising
3

in teaching English to speakers of other languages (TESOL). Upon completion, I was
fortunate to secure a position teaching English and researching curriculum development
at a university in Japan. It was a thoroughly rewarding and enriching experience, as well
as cathartic in developing my interest in exploring teachers of English as professionals
in higher education. Common to many English teaching contexts in Japan, higher
education is often a crossroads for both foreign 1 and Japanese teachers who are
undecided about their careers. The conditions of employment are often quite generous,
especially from the perspective of foreigners coming to Japan, and the demands of
teaching English are usually flexible, varying in workloads, and often lacking in
accountability. English language teaching is a field that is often perceived by others as
less professional and not as demanding as other professions and occupations.

A major contributing factor to this perception that ELT in Japan is less professional than
other teaching contexts is the ease of entry. Many advertisements for teaching positions
in Japan often state that possessing a bachelor degree in any discipline and being a
native speaker of English 2 as the only criteria and that teaching experience is not
necessary (for example, see Sperling, 2011). Such advertisements often attract
backpackers/working holidayers who are not necessarily committed to an established
career in teaching. The criteria to teach English at tertiary level, however, are more
demanding. It is now almost impossible to find full-time employment at a Japanese
university without postgraduate qualifications, and there is a growing trend that a level
of competency in Japanese language is also a requirement of employment (JREC-IN,
2010). With greater emphasis on developing higher levels of proficiency in students’
abilities to use English for communication, professional demands and increased
accountability are posing significant challenges for both teachers and universities.

1

For the purpose of this thesis, foreign teacher refers to individuals who are generally not defined as
Japanese nationals and whose place of origin is not Japan. Japanese teachers are individuals who are
generally defined as Japanese nationals, that is, they were either born in Japan or whose recent heritage is
Japanese.
2

In Japan, the term ‘native speaker’ is often used to describe teachers whose first language is English and
whose place of origin is a country where English is the main or one of the main languages.
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This research evolved from my experiences of teaching English in contexts in which I
felt the level of professionalism of organisations in Taiwan, Japan and Australia, and
those employed within them were questionable. From the first class I taught, I always
had an interest in developing my own teaching skills, believing that the students (and in
many cases, the parents who pay the tuition fees) deserved teachers who were
committed and dedicated to improving their skills and knowledge in order to deliver
quality teaching and learning experiences. The students deserved to be taught by
professionals: highly qualified, skilled, and experienced. Therefore this research, like all
research, has a large component of personal curiosity that required satisfying for both
personal interests and contributing to our knowledge within the broad field of
education: what is a teacher? and what makes a ‘good’ teacher? This research is
interested in the nature of professional identities of teachers of English.

The motivation to undertake this research emerged not from a desire to become a better
teacher (though that is every dedicated teacher’s ‘Holy Grail’) but rather from years of
observing a profession in need of recognition of its professional qualities. My feeling
was that the professional status of ELT in higher education contexts in Japan needed to
be raised, providing a platform for teachers to become recognised as professionals. The
teaching of English and ELT in Japan is quite unique in the demands placed on
teachers. In Japan, teachers of English are required not only to teach a language, but
also often teach in the language that is being learned. Furthermore, the course content of
the syllabi requires teachers to teach competently on a range of topics and subject areas.
They are often required to develop their own curricula and assessment tools. They are
also expected to develop close and bonded relationships with their students that often go
beyond the traditional or commonly held notions of being a teacher. There are many
factors that influence being a teacher of English in Japan. In a sense, it is my perception
that teachers need not only to become aware of their professional identities as teachers,
but also what affects the development of those identities. This was the track that led me
to a focus on the professional identities of teachers and the factors that influence the
process of negotiating professional identities.

5

Borg (2006) claims teachers of English share many of the same qualities with teachers
of other subjects and disciplines, yet there are elements that characterise them and the
context in which they ply their craft as truly unique. The work of Hattie (2003; 2004)
provided the inspiration for this exploration: of all the factors that influence learning
outcomes, the teacher is one of the most significant. And so, based on this finding of
Hattie’s, this thesis began its journey into exploring teachers of English with the aim of
finding some answers to the problems and challenges facing ELT in higher education in
Japan. The next section provides an overview of the context of ELT in higher education
in Japan.

1.3 MAPPING THE LANDSCAPE: THE CONTEXT OF ELT IN HIGHER EDUCATION IN
JAPAN
1.3.1 THE JAPANESE EDUCATION SYSTEM AND THE TEACHING OF ENGLISH
Across all levels of education, English language teaching in Japan has undergone
significant changes in recent years in an effort to address confronting issues, such as
relevance and approaches to teaching (MEXT, 2002). The introduction of ‘Super
English’ high schools aim to provide students with an immersion experience of learning
where English is the medium of instruction (Honna & Takeshita, 2005). The benefits of
such a scheme include greater exposure to the target language. It also creates challenges
for the system, such as, the need to employ suitably qualified teachers of English who
are proficient in their use and knowledge of the language. Despite government policy
changing to address these needs in the school system, change has been very slow within
the university system.

Understanding the broader Japanese educational context provides the necessary
background for exploring professional identities, or as Wenger (1998) describes the
‘landscape’ in which to contextualise the research of this thesis. This section explores
the context in which tertiary ELT are operating. The Japanese education system is often
seen as synonymous with the dedication of students to long hours of study in
preparation for enduring gruelling examinations to compete for a placement at a
prestigious university, which may possibly lead to a long and prosperous career with a
6

top-ranking company. In an era of a declining general population in Japan, however,
less prestigious universities are easing their stringent entrance requirements in order to
maintain adequate student numbers and remain economically viable (Doyon, 2001).
Succeeding academically is not as high on the list of priorities for students as once
thought. Once students have entered university (with all of the hard work behind them
in order to gain entry to university) graduation is virtually guaranteed. The process of
learning at a Japanese university has been metaphorically described as ‘escalator-like’:
easy to get on, and once you are on, sit back and enjoy the ride (McVeigh, 2004). While
McVeigh’s view may be applicable to a number of situations, it would be remiss to
canvass the whole of Japan’s university education system with the same description.
Long-time observer and commentator of universities in Japan, Gregory Clark (2010)
wrote about the problem with the narrow descriptions of poor student performances for
an article in The Japan Times, blaming instead the belief of unfounded stereotypes and
inaction of effective leadership. The article suggests reexamining the profession to
improve delivery of English language programs within a higher education system. The
article argued for focus on the actual learning needs of the students that contribute to an
effective Japanese economy and society.

1.3.2 UNIVERSITIES IN JAPAN AND THE CHALLENGES THEY FACE
According to Amano and Poole (2005), universities in Japan are in crisis due to a
number of factors affecting the higher education system, such as deregulation and
marketisation. The higher education system in Japan has been deregulated since the
amendment of the Standards for Establishment of Universities in 1991 (Kitamura &
Hoshii, 2010), and as a result, it is dominated by privately-owned universities
(Yonezawa et al., 2002). Of the 726 universities and junior colleges, 553 are private
universities (MEXT, 2006).

Higher education in Japan is less regulated than elementary and secondary levels of
education in terms of control over curriculum content and quality of teaching, a result of
several major shifts in education policy that moved away from being heavily regulated
by the Ministry of Education, giving greater flexibility to the universities (Amano &
7

Poole, 2005). The government’s policy shift towards the ‘marketisation’ of universities
over the past 10-20 years has produced a system that has been framed by liberalisation,
diversification and individualisation (Amano & Poole, 2005). The Ministry of
Education, however, maintains a watchful eye over both private and public universities,
ensuring they fulfil their roles and obligations to the community.

The main role of universities in Japan is threefold: technical vocational education,
which fulfils the practical role of a university, general education, and the search for
truth, which represents a university’s commitment to research (Arima, 2002). Similarly,
the Ministry of Education in Japan views universities as:

… the centers of advanced learning, providing students with wide-ranging
knowledge and conducting in-depth teaching and research in specialized academic
disciplines (MEXT, 2011: p.1)

Universities provide a valuable resource that contributes to the general well-being and
development of any society (Marginson, 2004) with a mission focused on advancing
and developing the wisdom of humankind (Arima, 2002). In reality, however, the
effects of external influences, such as globalisation and the continuing trend of
marketisation of education, constantly challenge the sustainability of universities. Both
the larger private and public universities face increasing challenges to remain viable in a
climate of decreasing population and an increase in the number of smaller, more
successful universities (Amano & Poole, 2005). In terms of this study, exploring the
nature of teachers’ professional identities contributes to discussions on marketability of
universities at a time of increasing competition amongst institutions in Japan. The
impact of marketisation and competition on English language teachers is that of higher
demand but less job security.

1.3.3 GLOBAL TRENDS AND LOCAL PROBLEMS
Echoing a global trend, universities in Japan face the challenge of remaining financially
viable, largely owing to a decline in national population, creating greater competition
between the universities for students. The decline in the general population of Japan is
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reflected in student enrolments with many smaller universities facing closure as a result
(Doyon, 2001). The challenge for many private universities is to maintain sufficient
student enrolments to remain commercially viable. In order to meet these challenges,
universities have had to become innovative in their delivery of higher education that is
unique and distinctive. There is evidence that some universities are contesting
traditional approaches to teaching in Japan, providing teaching and learning
environments that offer alternatives to the traditional styles of university education
(Johnson et al., 1998; Murphy, 2007). As an adviser to the Ministry of Education,
Culture, Sports, Science and Technology (MEXT), Clark (2010) suggested that
university students undertake a double major that includes a main language, such as
English or Chinese, as one of the majors. Clark argued that this would greatly improve
students’ preparedness for entering a globalised workforce, and dramatically improve
levels of language proficiency. Offering students greater flexibility in courses creates a
competitive edge for universities and an opportunity to address the issue of declining
enrolments. It also creates challenges for universities to maintain suitably qualified and
skilled staff to meet these challenges.

Maintaining sustainable levels of student enrolment dominates higher education in
Japan despite it remaining comparatively high at 40% compared with other developed
nations (Wagner, 2006). This paradox of high enrolment against declining population
would suggest that compromises are being made in terms of quality of enrolments that
may have implications for the quality of teaching, student outcomes and teachers as
professionals. In recent years, the MEXT has proposed some major policies that focus
on improving the quality of delivering higher education in Japan in an attempt to raise
the overall standards of universities to reflect international standards. The Quality
Assurance Framework of Higher Education 2009 (MEXT, 2009b) is a major policy
initiative of the MEXT that attempts to provide a standards framework for all
universities in Japan. Its role is assuring appropriate levels of quality in all universities,
which includes assessing the suitability of all academic staff, including staff employed
by language centres within universities. While the universities and the Ministry of
Education have attempted to address the issue of quality in education (Yonezawa,
2003), very little attention has been given to focusing on developing standards for
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effective teaching or frameworks for effective professional development of its teachers
for improving teaching practice.

Perhaps the focus on professionally developing teachers has been limited because of the
global trend in higher education funding policies that moves away from reliance on
public dominance to policies that promote the marketisation of education. The role of
public involvement in higher education and, more importantly, funding is reduced with
greater reliance on private funding and engagement in market competition (Marginson,
1997; 2004). According to Marginson (2004: p.199), higher education is characterised
by networked relationships between different education systems and individual
institutions within the system. With falling enrolments having implications on the
viability of universities in Japan, the government launched a project that reflected
Marginson’s description of the networked relationships. The project aimed to
‘internationalise’ core universities by attracting 300,000 international students by 2020
to 13 Japanese universities, selected by the government, while also assisting Japanese
students to study abroad (MEXT, 2009a). The core universities in the project have
established relationships with universities around the world that act as administrative
gateways to attract students to Japan. The project also offers generous government
financial subsidies to assist with the administration and management of the project.
Although the project targeted 13 universities, other institutions, including private
universities are moving towards increased ‘internationalisation’ in order to boost
student numbers and improve financial stability.

While the financial benefits are

obvious, adopting such a policy also has implications on course design, staffing
numbers, and competence of staff to meet the needs of the international students.

Within the context of Japanese universities, any study of professional identities and the
teaching profession must address the implications of this shift in higher education to
market-driven imperatives. The teaching of English at private universities in Japan is
not only about education, but also about business. Private universities are economic
concerns responsible for maintaining certain levels of profitability for its various
stakeholders, whether it is the employees engaging in work in exchange for
remuneration, the university providing a service that has economic value that meets
10

financial targets of its investors, or the students seeking appropriate value for their
tuition payments. The fundamentals of business and treatment of the workforce are no
different from those in any other enterprise in any other industry. The move towards
internationalising universities, opening them up to international students, creates new
challenges for universities in terms of providing effective learning experiences while
remaining financially viable. A deeper understanding of teachers and the influence they
have on the overall attractiveness and function of the university may be the key to
remaining viable as a business entity. The findings from this study will contribute to
deepening this understanding of teachers.

1.3.4 THE TEACHING OF ENGLISH IN JAPAN
Foreign language education in Japan grew out of a need for the country to reconnect
with the rest of the world after a long period of self-imposed isolation (FujimotoAdamson, 2006). The importance of English as a subject for learning and its application
in society has grown steadily since the Meiji Restoration. During this pivotal period in
Japan’s recent history, a system of education at all levels needed to be established and
Japan looked overseas to import experts to help with the development. English became
one of the main languages of instruction during this period. Once the structure of
education was established and the Japanese population at large became skilled and
educated in all fields, the need for English as the main language of instruction
diminished, replaced by Japanese. As a subject, however, English remained important
and central to curricula at all levels of education.

The importance of English in Japanese society remains strong, especially in the era of
globalisation. In fact, a government report even recommended that English become
Japan’s second official language (Matsuura et al., 2004). This recommendation was
argued on the claim that ‘possession of global literacy skills would determine whether
or not a citizen could expect to enjoy a better life in the world of the twenty-first
century’. The relationship between Japanese society and English, however, has been
described as one of love-hate (McVeigh, 2004). Through government reforms and
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innovations in curriculum development at an institutional level, some effort has been
made to improve the quality of teaching English as a foreign language in Japan, though
the results have been far from desirable (Atsuko, 2003; McVeigh, 2004; Hato, 2005).

Although English language learning remains a mandatory subject from high school
through to the early years of university, the overall level of students’ English language
skills is one of the lowest in Asia (ETS, 2005a; 2005b). With so much emphasis on
English language learning, why then do students seem to perform so poorly? McVeigh
(2004) acknowledges that many students do well, but suspects that this is more intrinsic
by nature rather than the system of education. Several factors that have been identified
that determine the effectiveness of teaching English and levels of learning outcomes of
students studying English, include:
•

issues relating to motivation to teach and learn English;

•

government policy towards the teaching and assessing of English;

•

mismatch of expected outcomes and needs of the students;

•

relaxation of criteria used for university entrance examinations;

•

teacher qualifications and experience; and

•

resistance to change in teaching methods seen as factors that
determine the learning outcomes.
(Atsuko, 2003; McVeigh, 2004; Morrow, 2004; Amano & Poole,
2005; Hato, 2005; O'Donnell, 2005)

Although these problems are related to the context of teaching English, the MEXT
(2002) has acknowledged that these problems also exist throughout the education
system and that confidence in education in general is eroding. Significant to this study
are the last two problems on the list directly concerning teachers. Rhe problems of
teaching English in Japan are often attributed to the system of education or the students
themselves. Obviously there are many factors that contribute to the problems, yet
teachers and attributes that contribute to their professional identities often escape
scrutiny.
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McVeigh (2004) points toward cultural and pedagogical differences between the
Japanese education systems and education systems from other countries. According to
Tsuda (2000), linguistic differences between English and Japanese prevent acquisition
from being successful for most of the general population. This argument is debatable
considering that people of other cultures with supposedly ‘complex’ languages different
from English, such as Danish, Chinese, and Arabic, manage to become competent in
their abilities with English. Another argument in attempting to explain poor
development of language skills is the alleged reticence of Japanese people to engage
freely in conversation with strangers, tending to be more passive, and less able to freely
express themselves (Nozaki, 1993). There is also the claim that improving skills in
English, may be at the expense of maintaining a pure and whole Japanese identity
(McVeigh, 2004).

Changes to pedagogical practices are becoming more evident. Language education
policies and current trends in teaching English are influenced by communicative,
learner-centred approaches (MEXT, 2002). Although a communicative approach to
teaching English is often promoted as being effective in developing language skills, a
mismatch between learning styles and teaching methods may be the cause for failing to
achieve expected learning outcomes, as well as, a source of frustration and demotivation
(Reid, 1987, 1995 in Peacock, 2001). Despite efforts to encourage a more
communicative approach for the teaching of English, the teacher-centred approach that
focuses on grammar translation and exam preparation is still practised widely
throughout the high schools of Japan (Bamford, 1993; Butler, 2004; O'Donnell, 2005).
The culture of the high school classroom often continues into classrooms at university,
creating challenging situations for teachers who have alternative views and beliefs on
the teaching of English.

In summary, the status of English language education in Japan is characterised by the
conflict between challenges posed by changing trends in English language teaching and
a lack of consensus on ways to meet these challenges. In order to meet the challenges
facing universities in Japan, teachers of English are required to be suitably skilled and
knowledgeable about their field so they may contribute to the overall effectiveness of
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the education system. Thus at a time when demands for greater professionalism and
pressures to raise standards, tertiary teachers are in a system threatened by falling
enrolments.

1.4 RESEARCH PROBLEM
Identifying the nature of the problem in English language education in Japan is
complex. There are many attributes that contribute to, or hinder, effective learning
experiences, such as, student motivation, curriculum design or administration of the
institution. One of the most influential attributes of learning experiences identified in
education in research in general is the teacher (Hattie, 2003). The role of the teacher in
elementary or secondary school environments is to inspire, motivate and unlock
potential in students, as are the demands and expectations placed upon teachers of
English at higher levels in Japan. In fact, teachers of English in Japanese universities are
often called upon for duties that would be considered beyond the scope of teaching a
foreign language, such as counseling students on personal matters or being a cultural
expert. On the other hand they are often provided with less professional support or
guidance to maintain expected levels of effective teaching practice and status as
professionals.

Limited attention has been given to the professional identities of teachers in higher
education with most attention to approaches and techniques to English language
teaching (ELT) at various levels of education in Japan (for example, Simon-Maeda,
2004). This is striking given the challenges that universities are facing in Japan, such as
a declining population and suggestions to internationalise universities as a solution to
this issue (Doyon, 2001; Arima, 2002; Amano & Poole, 2005).

While the plight of many universities characterised by decling enrolments and threats to
standards of teaching, a greater understating of the professional identities of teachers of
English may contribute to increased effectiveness of teaching practice and acceptable
student outcomes. In Japan, teachers of English could be described as being in a type of
professional ‘wilderness’, with little guidance from professional associations and little
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attention given to developing their professional status. Thus this neglect of the
professional status of the teachers has implications for approaches to teaching, quality
of teaching and preparedness of teachers. This study of professional identities is located
at the intersection of research concerned with professional development and quality
teaching in higher education (Tudor, 2006; Connell, 2009; Devos, 2010; Farrell, 2011).
It is, however, not the focus of this study to prove that links exist between these three
areas. The research findings, instead, aim to contribute to the knowledge of the
professional identities of teachers of English and the value of this knowledge for
teachers of English in Japan.

1.5 AIMS OF THIS RESEARCH
The aim of this thesis is to examine how teachers of English at one of Japan’s largest
private universities negotiate and manage their professional identities. The following
research questions framed this research:
1.

What is the nature of the professional identities of English language
teachers in a Japanese university?

2.

How do teachers of English negotiate and manage their professional
identities given the changing nature of the higher education system in
Japan?

2a.

What ‘objects’ affect the process of negotiating the professional
identities of teachers of English at a Japanese university?

2b.

What activities are teachers of English involved in that affect the
negotiation of their professional identities?

3.

What is the value of notions of professional identities for teachers of
English?
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Question 1 addresses the issue that being a teacher of English assumes the existence of a
professional identity. This question addresses this assumption and explores the degree
to which teachers of English have a professional identity and the nature of that identity.
Question 2 explores the attributes that influence the process of negotiating professional
identities 3 . It also attempts to identify the key features of professional identity that
emerge from the process of negotiating professional identities. The impetus behind this
question is the hypothesis that greater knowledge of the key features of professional
identity may have implications for the professional development of teachers of English.
Informed by symbolic interactionism, the sub-questions provided guidance in
developing the research design. Both questions are focused on identifying objects the
participants consider influential in the negotiation of their professional identities. The
cultural divide that defines the context of this research (Japanese teachers/foreign
teachers) appears to be an obvious point of departure for exploring the concept of
professional identity (Nozaki, 1993; Tajino & Tajino, 2000; Barker, 2003). This thesis,
however, takes the view that the cultural factor is one of many factors that affect
professional identities. Question 3 identifies the link between the key features of
professional identity and the implications of this understanding for teachers of English
in higher education in Japan.

Data were collected by semi-structured interviews with 14 teachers from the foreign
language centre situated on the campus of Makuhari University 4 located in Kanagawa
prefecture in Japan. The data were analysed and interpreted using an inductive approach
to identify emergent themes and patterns, and objects or symbols used in the processes
of negotiating and managing of identities (Duff & Uchida, 1997; Charon, 2004; SimonMaeda, 2004). A thematic analysis of the data was appropriate for this study because
the aim of the research was on what the participants said about how they viewed
themselves as teachers of English (Block, 2010).

3

It is beyond the scope of this research to explore the process of negotiating professional identities. This
study is limited to identifying and exploring the attributes that constitute this process.

4

Pseudonym
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1.6 THEORETICAL PERSPECTIVE
Symbolic interactionism was considered useful for this research given the social
complexity of the context and the nature of the research focus being on the concept of a
teacher rather than a particular sociocultural influential or impacting attribute affecting a
group of individuals. As a theoretical perspective, symbolic interactionism emerged
chiefly from a philosophical and social psychological background that has been
especially relevant to the concerns of sociology and influenced largely by the works of
Mead and Blumer (Charon, 2004: p.28). It provides a useful mechanism to explore
social interactions of individuals within a specific social setting with its seemingly
simplistic yet insightful core ideas that: human beings act toward things on the basis of
the meanings that the things have for them: meaning arises out of the social interactions
with others, and meanings are handled in, and modified through, an interpretative
process used by individuals dealing with the things they encounter (Blumer, 1969: p.23). It is an approach that provides fundamental scientific methodology in which to
explore the concept of professional identities. Chapter 3 discusses the evolution of the
perspective and its appropriateness for this research.

1.7 CHAPTER SUMMARY
In summary, this chapter provides an overview of this study that explored how teachers
of English at a university in Japan negotiated their professional identities. It describes
the background context for the study, highlighting the significant changes and
developments in the Japanese education system in its recent history and how these
changes influence the teaching of English at a foreign language centre within a large
university. The chapter describes how, despite the importance of English in developing
Japan as a world economy and global participant, there are many challenges and issues
related to the effective teaching of English, such as the internationalisation of
universities, that may impact upon achieving effective learning outcomes.

1.8 AN OVERVIEW OF THE THESIS
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This study explores how teachers of English negotiate their professional identities and
the value of exploring this notion for the process of professionally developing teachers
of English. The challenges facing the universities of Japan and how they relate to the
teaching of English gravitate towards the individuals who are at the centre of the
learning and teaching process: the teachers.

The study is divided into seven chapters. Chapter 1 provides the introduction to the
study and the contextual background in which this study takes place. It discusses the
role of English, not only as a subject to be learnt at school, but also as a vital factor in
developing Japan’s economy and meeting its global challenges. It also discusses the
dilemma of English teaching in Japan: despite its importance and role in helping to
develop the nation, problems hinder the effective teaching practices that may correlate
with improved levels of language skill proficiency. A focus on the professional
identities of teachers of English is viewed appropriate for addressing the challenges
faced by universities.

Chapter 2 reviews the literature that defines and discusses the concepts of identity and
professional identity. There are many factors that affect professional identities of
teachers, but the literature links identities emerge largely from teacher education and
activities of professional development. Professional development is viewed as a tool to
improve the skills of teachers and as a means of addressing issues of quality in teaching.
The review, however, discusses that professional development, even in its broader form,
is one factor affecting teachers’ professional identities. There are so many other factors:
personal lives, beliefs and values, teachers’ networks, teachers’ daily lives, teachers’
interactions, teachers being teachers, along with other factors impact on teachers’
professional identities.

Chapter 3 discusses the theoretical framework guiding this study: symbolic
interactionism. Teachers’ professional identities have been considered mostly from
perspectives focused on sociocultural or linguistic aspects of identity. However there
are gaps in the research on professional identity that provide opportunities to examine
the notion of teacher professional identity from a different perspective. In particular,
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exploring how professional identities are negotiated through interactions with objects
and the interpretation of meanings that develop from these interactions.

Chapter 4 explains the methodology and research design guiding this study.
Approaching this study from the ontological perspective that reality is socially
constructed, this study constructs social meaning from context using interviewing as the
main instrument for gathering data. This study draws upon ethnographic research
traditions, which are characteristic in symbolic interactionism methodology (Barton &
Hamilton, 1998). My involvement and interaction with the participants in daily workrelated collaboration, exemplifies the constructivist notion that the inquirer and the
inquired-into are interlocked in an interactive process (Mertens, 2005: p.14). As a
teacher employed full-time by the language centre, my involvement in context was that
of complete participant (Mertens, 2005), interacting extensively with both participants
and others within the research site over my four-year term with the university. During
this time and through my daily interactions, I developed a detailed understanding of the
context in which the study took place, developing relationships with others on various
personal and professional levels.

Chapter 5 presents the analysis of the findings from the interviews with the teachers
from the foreign language centre. Drawing on the theoretical framework, the findings
were categorised according to key features and attributes characterising professional
identities of the teachers of English that emerged from the analysis.

Chapter 6 draws together the threads and themes of the findings in a discussion of an
interpretation of the findings. The chapter discusses the influential attributes identified
in the process of negotiating and managing a professional identity as a teacher of
English, and how the attributes manifest themselves into key aspects that characterise
the professional identity of teachers of English. An attempt also is made to illustrate a
relationship between the importance of an awareness of professional identity and its
implications for effective professional development and quality in teaching.
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Chapter 7 presents a conclusion to the study, advocating that teachers of English
participating in this research meet many of the attributes that identify individuals as
professionals. However the teachers are unsupported in their efforts to develop
professionally due to weak professional guidance and standards of practice that
generally characterises other professionals, and the absence of consistent efforts to
develop professionally. This lack of support compromises their professional identity.
Although this research is limited to a particular context, it recommends extension of the
themes raised in this thesis to be explored in an effort to develop a system of
professional development specific for teachers within foreign language centres in
universities in Japan.
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Chapter 2:

LITERATURE REVIEW

2.1 INTRODUCTION
Chapter 1 discussed the genesis of this thesis, which emerged largely from my
experiences as a teacher of English and curiosity to explore beyond the stereotypes and
fuzzy perceptions that often cloud the profession of teaching English as a foreign
language (EFL). It also arose from personal concerns about maintaining levels of
quality in teaching practice and investigating factors that attempt to address issues
connected with quality teaching, such as engaging in activities of professional
development.

As discussed in chapter 1, this thesis takes the view that both explicit and implicit links
exist between the concepts of professional identity, professional development and
quality teaching. It also takes the view that any attempt to address the challenges
universities face should include a focus on teachers and the factors that influence their
teaching practices. The first section of this chapter begins by exploring how the
literature interprets the concepts of identity and professional identity. Constructs of
identity have been explored across many fields, such as philosophy, psychology, social
psychology, and sociology, with the notions of teacher identity receiving considerable
attention in the literature largely focused on the socio-cultural aspects of identity. The
nature of professional identity as a subset of identity locates this study at the
intersection of these diverse areas of enquiry.

Discussions in the literature have explored in great depth the concept of teacher identity
and teacher professional identity in mainstream educational 5 contexts. Despite this
considerable focus, the concept remains somewhat elusive and poorly defined (Beijaard
et. al, 2000). This review of the literature examines the contextual factors that influence
professional identities of teachers and how the literature views the value of exploring
the concept of identity.

5

For the purpose of this study, mainstream education refers to formal education contexts
(primary/elementary and secondary levels).
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A review of the literature on professional development and quality teaching are
included in the second section. Professional development is often viewed as a
significant factor affecting professional identities because of its role in developing the
skills and knowledge of teachers (Craft, 2000; Guskey, 2000; Bailey et al., 2001).
Engagement in activities of professional development is often associated with notions of
quality teaching (Darling-Hammond & Finn, 2000; Ingvarson & Rowe, 2008). Quality
teaching is used to establish standards of teaching practice and often used as a
quantifiable measure to determine the value of teachers’ contributions to the learning
process. While in mainstream educational contexts, both terms are embedded in the
culture of teaching and the role of teachers, the same cannot be said for English
language teaching (ELT) or ELT teachers in higher education contexts in Japan.

2.2 THE CONCEPT OF IDENTITY
2.2.1 INTRODUCTION
Professional identity is a concept that has received increasing attention in the research
literature (Sachs, 2001; Cohen, 2010; Vloet & van Swet, 2010; Farrell, 2011), but its
meaning is often considered vague (Beijaard et al., 2004). A contributor to its vagueness
is perhaps that the notion of ‘identity’ has mnay meanings that originate from various
disciplines and research perspectives. The next section reviews the literature on identity
that informs this thesis’ interpretation and understanding of professional identity.

The concept of identity has taken on many meanings in the literature across a number of
disciplines and perspectives (Gee, 2000). The increased interest in exploring identity
across disciplines suggests a growing need to satisfy our curiosity in understanding who
we are as human beings and how we fit within particular social contexts. Simon (2004:
p.1) makes the observation that identity is fashionable and is something that everybody
wants. It is constructed in social, cultural, religious, and political contexts (Atay & Ece,
2009). There has been increasing interest within education exploring teacher identity.
However, the term ‘identity’ is a concept that remains poorly defined (Beijaard et. al,
2000), lacking universal definition or an analytical framework that satisfactorily serves
scholars in varying disciplines (Abdelal et al., 2006).
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In educational contexts identity has been explored largely from a cultural or linguistic
perspective constructed from narratives or social discourse (Norton, 2000; Alsup, 2006;
Wenger, 2008). Wenger (2008: p.151) takes the view that although social discourse of
the self defines identity, it is ‘produced as a lived experience of participation in specific
communities’. In other words, what people say defining who they are is only one part of
the identity puzzle. What people do in specific contexts or communities also has a
defining influence on how individuals negotiate their identities. There is a growing
section of the literature that suggests that actions of the individual having significant
influence on how individuals construct, negotiate their identities (Battey & Franke,
2008; Wenger, 2008). This study does not work from predetermined cultural and
linguistic factors in its focus on professional identities. It explores the literature on
teacher identity, where a major focus has been on identities based on culture, gender or
ethnicity. This study explores the contexts in which these factors are constructed in
professional identities.

This section of the chapter begins by reviewing the literature that defines identity.
Given the broad nature of the concept and the attention it has received from varying
disciplines, the review is limited to contributions common to discussions on the
interpretation of the concept. Following on, the section reviews literature specific to
professional identity of teachers, drawn largely from mainstream educational contexts.

2.2.2 THE

ORIGINS OF IDENTITY:
BEYOND

FROM

PSYCHOLOGY TO SOCIAL PSYCHOLOGY AND

Identity as a concept is common to many disciplines and research traditions.
Researchers from various perspectives define the concept of identity differently, but
common attributes that characterise identity are evident throughout the literature. It was
given greater prominence by Erikson (1968), who declared ‘an individual as evolving in
stages through the life cycle, with each stage being different from an earlier stage while
at the same stage being connected to it’. Erikson’s theory of identity draws on his work
with adolescents, his concept of identity crisis, and his studies into group identity and
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ego identity (Erikson, 1968; Erikson, 1974). The concept of identity that emerges from
Erikson’s work suggests that at each stage in life an individual creates and negotiates a
number of identities, while a part of the individual remains constant throughout the
stages: an idea that parallels the symbolic interaction notion of self. The relevance of
symbolic interactionism and the notion of self are discussed in chapter 3.

Within developmental psychology, Erikson explained identity in terms of stages
through which an individual has to pass while maintaining ‘an inner sameness and
continuity’. But his description is not definitive, even by his own admission:

So far I have tried out the term identity almost deliberately … in many connotations.
At one time it seemed to refer to a conscious sense of individual uniqueness, at
another to an unconscious striving for a continuity of experience, and at a third, as
solidarity with a group’s ideals. (Erikson, 1968: p.208)

Erikson may be considered a pioneer in developing the relatively modern concept of
identity, but according to Strauss (1962) his work had its limits with its focus on
adolescents and stages of childhood. Strauss suggested that the application of Erikson’s
meaning of identity to wider contexts, such as teaching, lacked saliency. Erikson’s
version of identity was regarded as a principle of psychological organisations, whereas
emerging from the tradition of American social psychology, identity was viewed as a
principle of social organisations (Brown et al., 2007). Social organisations are
characterised by individuals who interact in any social context or situation (Charon,
2004: p.158). It is the interaction between groups or individuals that is either temporary,
such as a crowd at a sporting match or more long-term, such as the relationship between
management and employees. In terms of this study, the social psychological view of
identity is appropriate given that the context of this research is comprised of a group of
individuals brought together both temporarily and permanently participating in shared
activities and social interactions.

The work of Mead (1934) and Goffman (1969) are most prominent in discussions of
identity in social contexts. Goffman (1969) in particular focused largely on personal and
social identities of individuals, which he ascribed to individuals through interactions
with others. According to Goffman, personal identity stresses the uniqueness of an
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individual, such as biography, habits and attitudes. The personal identity implies an
interaction process that takes place within an individual while social identity is a
process that relies on the negotiation of meaning with others. Social identity is obtained
through the attribution of certain specified characteristics by others that have the nature
of normative expectation: that is, we act according to how we are expected to act by
others in given social contexts, for example, father or teacher. Goffman’s theory
initiates a discussion that associates identity with context, emphasising the importance
of roles the individual and others play in the developmental process. These processes of
social acknowledgement act as an external guidance that helps build up certain
dimensions of identity that can be shared with others (FAME Consortium, 2007).

Still with a focus on the social aspect of identity, Ochs (1993: p.288) defines it as being:
a cover term for a range of social personae, including social status, roles, positions,
relationship and institution and other relevant community identities one may attempt
to claim or assign in the course of social life.

Ochs continues by stating that an individual’s social identity must be jointly constructed
by others, “ratified” by interlocutors, interacting with the individual. Ochs’ definition
focuses on the importance of social context, purporting that identity is a “social
personae” that is jointly contructed with others. Identity is something that needs
interaction with others in order for it to develop. It is a source of meaning and
experience for individuals that emerges only if social actors internalise experiences and
construct their meaning around this internalisation (Castells, 2004: p.6). Ochs’
definition provides flexibility in its application to the context of teaching. In particular,
she acknowledges that identity is a concept that individuals develop through interactions
with others. Individuals negotiate their own identities and/or have them assigned by
others, suggesting that identity is a concept dependent on social contexts, such as
individuals taking on the roles of teachers of English in a Japanese university.

Widdicombe (1998) regards identity as a ‘resource for the participant’; not so much
something we have, as something we do. Similarly, Castells (2004: p.6) views identity
as peoples’ source of meaning and experience, arguing that ‘identities emerge only
when and if social actors internalise them, and construct their meaning around this
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internalisation’. Castells’ focus is more on collective identity than the individual, but
does recognise the importance of the “social connection” of identity formation between
individuals and others, and the importance of the individual being active in the process
of interpretation and development. Therefore informed by these discussions on idenity,
professional identity can also be characterised as dynamic and multidimensional: its
construction is reliant on relationships with context and interaction with others, and
interpretation and understanding of these relationships and experiences are decisive in
the construction of an individual’s identity.

Jenkins (2004) takes a slightly different point of view toward defining social identity to
that of Goffman and others, regarding that all human identities are, by definition, social
identities. He argues that:
Identifying others or ourselves is a matter of meaning, and meaning always involves
interaction: agreement and disagreement, convention and innovation,
communication, and negotiation. (Jenkins, 2004: p.4)

Jenkins explanation focuses on the interaction with others and the meaning making that
takes place, which is fundamental to the process of negotiating identity: interactions
which may be influenced by, but not exclusive to, social or cultural aspects of the
individual. Jenkins feels it unhelpful to distinguish between identities, such as social
and cultural as identity tends to encompass aspects of all. Furthermore, Jenkins feels too
much attention is placed on what identity is: instead, more attention should be focused
on how it works, arguing that understanding the processes of how identity works is
‘centred to understanding identity’ (Jenkins, 2004: p.5). In terms of this present study,
Jenkins’ view is appropriate given the cultural complexity of the context. There are
many factors that affect identity. Instead of focusing on a specific aspect of identity,
such as linguistic or cultural, this research explores the many attributes that influence
professional identity.

Drawing closer to the field of language learning, Norton’s research on immigrant
women to Canada defines identity as:
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how people understand their relationship to the world, how that relationship is
constructed across time and space, and how people understand the possibilities for
their futures. (Norton, 1997: p.410)

Norton addresses the importance of context in her explanation of identity and that
identity, while seen in the present context, also has implications for the future. In other
words, identity is not static or determined solely by events of the past, but a dynamic
entity that is interactional with many variables, characteristic of the identity negotiation
process. Norton consolidates recent notions of identity and relates them to the context of
second language acquisition placing identity firmly in a social context and recognising
the nature of identity as being socially constructed. Subsequent studies have drawn on
Norton to inform their work related to teacher identity (for example, Clarke, 2009).
…a complex matter of the social and the individual, of discourse and practice, of
reification and participation, of similarity and difference, of agency and
structure, of fixity and transgression, of the singular and multiple, and of the
synoptic and the dynamic.
(Clarke, 2009: p.189)

Clarke (2009) explores teacher identity of education students and the connection
between identity, ethics, agency and reflection.

In summary, identity has evolved into a concept that reflects the perceptions of
individuals relative to their social contexts. Identity is characterised by negotiating
meaning as an individual within specific social contexts and interpretations of
relationships with other individuals within social groups. The next section explores the
literature on professional identity as an identity that is contructed within the context of
teaching English.

2.3 PROFESSIONAL IDENTITY AND TEACHERS OF ENGLISH
Exploring teachers’ professional identities has become an emerging area of research in
education. Research on topics related to the construction of teacher identities has
explored the relationship between identity construction and development of classroom
pedagogy (Richards, 2006) and the use of student teaching in identity construction
(Gratch, 2000), the use of narrative practice in the construction of identity in teaching
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and how teachers can be better understood (Søreide, 2006; Watson, 2006). Søreide
(2006) explored how teachers’ identities can be narratively constructed and understood.
Watson (2006) used narrative analysis to demonstrate how a teacher drew on available
resources to construct teacher identity and how that process was shaped by the
institutions in which the subject of the study was situated (Clarke, 2009). The findings
from these studies identified significant attributes influential on the process of
developing teacher identities that informs the research design of this study (Chapter 4).

The concept of professional identity has been explored in the context of English
language teaching (ELT), though not as extensively as in other educational contexts.
Many of the studies within ELT have focused largely on cultural attributes of teachers.
Duff and Uchida (1997) explored the negotiation of teachers’ sociocultural identities
and practices in postsecondary EFL classrooms. They highlighted the complexities and
paradoxes associated with teachers’ professional, social and cultural roles (Duff &
Uchida, 1997: p.451). Tsui (2007) drew on Wenger’s (2008) theory of identity
formation through her study of an EFL teacher in China that showed the process of
teacher identity formation is highly complex. In her study, Tsui (2007) showed the
process of teacher identity formation is highly complex through examining the
relationship between identity formation and membership, competence, and legitimacy
of access to practice (Tsui, 2007: p.657). Varghese et al. (2005) explored ways of
theorising identity by juxtaposing three different theoretical frameworks: social identity
theory (Tajfel, 1978), theory of situated learning (Wenger & Lave, 1991), and the
concept of image-text (Simon, 1995), arguing that this offered the opportunity to
investigate different substantive and theoretical aspects of language teacher identity.
The way in which individuals interpret their roles as teachers influences their decisions
regarding choice in career direction and development. In the field of teaching English as
a foreign language (EFL) in higher education contexts in Japan, research is only
beginning to attract interest, such as the influence of gender identity on teaching
practice (Simon-Maeda, 2004). From these studies, identity is a concept that exists in
social contexts in multiple forms, with form comprised of sociocultural attributes. It is
complex because of the continuous and connected interactions between the identities,
created from social contexts and situations.
28

While identity in ELT contexts has received growing attention, the focus is often on
sociocultural identities rather than on professional identities of teachers. There is limited
research that explores the relationship between how teachers of English negotiate their
professional identities and the implications of the notion of identity on developing a
system of professional development and its relationship with the notion of quality in
teaching. This research aims to fill this gap.

2.3.1 ATTRIBUTES AND INFLUENCES ON PROFESSIONAL IDENTITY
In this chapter’s discussion on identity (2.3.2), a number of attributes and influences
characterised current understanding of identity. This section explores the attributes and
influences on professional identity as an exntension of the earlier discussion.

Professional identities are conceptualised as stories professionals tell about themselves
at a specific moment in a specific context (Vloet & van Swet, 2010: p.149),
characterised by attributes reflected upon in these stories that have shared meaning with
others as well as meaning for the individuals. The literature uses the concepts of teacher
identity and professional identity interchangeably, with both echoing the features that
characterise the concept of identity: context specific, influenced by various factors,
reliant on interactions with others and the self, flexible and dynamic, and constructed
through language.

As discussed previously, identity is characterised by a process of interactions with a
number of factors within a social context. The process of negotiating professional
identities of teachers of English in Japan are affected by a number of influencing factors
that characterise the uniqueness of teaching English in Japan. Factors such as,
marginalisation based on recognition of expertise (Harper et al., 2008), motivation and
job satisfaction (Varghese et al, 2005), and the culture of the school organisation
(Bourne, 2003; Hattie, 2003). Other factors from personal observations include issues
of employment status (full-time and part-time), division based on ethnicity (separate
meetings for only Japanese speakers and non-Japanese speakers), position and status
29

within the organisation (empowerment and teacher leadership), role within the
organisation (level of involvement in curriculum development),

From the growing literature on professional identity in ELT, this study draws on the
works of Beijaard, Meijer and Verloop (2000; 2004) on which to frame the concept of
professional identity. Beijaard et. al. (2004: p.122) identified four features that they felt
are essential in defining teachers’ professional identities:

- Professional identity is an ongoing process of interpretation and reinterpretation of experiences. This echoes the views of others who see identity as
dynamic and continuously in development, and complex (Goffman, 1969; Ochs,
1993; Norton, 1995, 2000; Coldron & Smith, 1999; Varghese et al., 2005;
Clarke, 2009).
- Professional identity implies both person and context. Professional identity is
reliant on the interaction of the individual with others that is predominantly,
however not limited to, people and place, such as social space (Coldron &
Smith, 1999).
- Teachers’ professional identities consist of sub-identities that more or less
harmonise. The sub-identities that Beijaard et al. imply include social, such as
culture, gender, ethnicity and race, and personal identities, such as biography
and history, along the lines of what Goffman (1969) discussed. Sub-identities
influence professional identities, however are not necessarily dominant. There is
a complex interaction at play between all sub-identities and professional identity,
difficult to specify because the degree of their influence is dependent on the
context in which the interactions take place.
- Agency is an important element of professional identity, teachers have to be
active in the process of professional development. This implies the importance
of the individual takes responsibility for negotiating identity and the influence of
being active in professional development has on negotiating an individual’s
professional identity. (Coldron & Smith, 1999 in Beijaard et al., 2004: p.122)

The features identified by Beijaard et al. denote the active role of the individual in the
process of negotiating professional identities. The features acknowledge the existence of
sub-identities, suggesting that professional identities constantly interact with these
identities during the process of interpretation and re-interpretation. Identity is reliant on
the social interaction with others, influenced by factors that are specific to the social
contexts in which the individuals find themselves (Beijaard et al., 2004).
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Drawing on current understanding of identity, professional identity focuses on the
individual within a particular role comprised of defining attributes and influenced by
many factors that are context specific, such as a teacher of English in a Japanese
university. In terms of this study, the unique influential attributes that are contextspecific hold value for exploring the professional identity of teachers of English, as this
area of research has received little attention in the ELT literature.

2.3.2 THE VALUE OF EXPLORING THE CONCEPT OF PROFESSIONAL IDENTITIES
Despite the growing number of studies investigating the formation of teachers’
professional identities, the concept of professional identity remains somewhat vague,
often defined differently or not defined at all (Beijaard et al., 2004). Furthermore, the
focus of these studies tends to be on teachers in pre-service or early career stages and
the influence of teacher education on teacher identities (Chong & Low, 2009; Clarke,
2009; Dotger & Smith, 2009). Few studies in the literature focus on established teachers
and influences on the process of managinging and negotiating professional identities.
This study aims to address this gap in the literature.

The significance of the concept of professional identity lies in its relationship to
professional knowledge and action and in the assumption that who we think we are
influences what we do (Watson, 2006). An increased understanding of teachers’
professional identities contributes to the acknowledgment of what it feels like to be a
teacher in today’s schools, and helps to describe conflict between person and context
(Beijaard et al., 2004). Identity negotiation is a central aspect of an individual’s broader
task of defining a social situation and constructing reality (Gecas, 1982). The
conceptualisation of people acquiring identities as teachers has implications for the kind
of support needed to develop professionally (Coldron & Smith, 1999). As such, actions
as teachers influence effective teaching practices, and thus, language learning
experiences of students.
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Coldron and Smith (1999) drew on social theory and philosophy to examine how
teachers acquire professional identities, arguing that how individuals conceptualise their
professional identities as teachers has implications for the support needed for
professional development which, in turn has implications for quality teaching and
teacher development. The way in which individuals interpret their roles as teachers
influences their decisions regarding choice in career direction and development. The
arguments of Coldron and Smith (1999) have relevance for this present study in
exploring the implications an awareness of professional identities has for strategising
activities to develop professionally.

With ever-increasing demands on language teaching, Sercu (2006) states there is a call
to re-examine the criteria needed for effective language teaching. Sercu continues by
stating that teachers need to be more than linguists, or competent in EFL approaches.
They need to have intercultural communicative competence. An awareness of one’s
own cultural identity is needed in order to achieve the level of intercultural
communicative competence required to meet these growing challenges. This raises the
question of the role cultural identity has in the process of negotiating professional
identities. In the context of this study, Sercu’s argument relates to knowledge and skills
of teachers considered applicable to be effective language teachers. Teacher education
and activities of professional development are areas that provide the opportunities for
teachers to explore their cultural identities within the context of their professional
identities and develop their ‘intercultural communicative competences’ as part of that
process. A focus on developing only the teacher identity is myopic, instead activities
focused on developing teachers professionally need to recognise the interactions and
influences of the multipe identities of the individual (Smit & Fritz, 2008).Further
exploration in this area, however, is needed to strengthen arguments such as those
poosed by Sercu (2006) and Smit and Frtiz (2008) and their relevance to professional
identities of teachers. This point informs the second research question and discussed
further in chapter 5.

According to Søeride (2006: p.543), an awareness of identity is an enlightening and
empowering force that, amongst other things, increases the ability to recognise and
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understand systems of power within institutions and discourses. Identity constitutes an
important set of references for appraising our thoughts and actions, giving meaning to
daily routines and determining our interpretations of situations, events and other people
we encounter (McCall & Simmons, 1966). The understanding of teacher identity as
being negotiable, flexible and adaptive helps to focus on the challenges teachers meet in
their daily school life (Søeride, ibid), such as conflict that arises in cross-cultural
contexts (Duff & Uchida, 1997).

2.3.3 THE GAPS IN UNDERSTANDING TEACHERS’ PROFESSIONAL IDENTITY
The body of studies focusing on language, discourse and attributes such as gender,
culture and ethnicity have been criticised as taking for granted predetermined notions of
characteristics of identity. The concept of teachers’ professional identities has emerged
as a separate research area (Beijaard et al., 2004), but there remains a number of issues
that need addressing in order to provide greater clarity of the concept in terms of its
definition and how it is viewed from a number of research perspectives. Beijaard et. al.
(ibid) undertook an extensive review of the literature specific to professional identities
of teachers with the aim ‘to contribute to a better understanding of what professional
identity entails in teaching and teacher education’ (Beijaard et al., 2004: p.108). They
systematically analysed how the concept of professional identity was used in studies
and found that studies specific to exploring professional identity defined it differently or
did not define it at all (Beijaard et al., ibid). Instead the studies focused on attributes that
characterised professional identity or as Beijaard et. al. (ibid) preferred ‘professional
characteristics’. In their opinion, there is a difference between professional identity and
professional characteristics, hence, a definition of the concept of teachers’ professional
identities remains elusive.

Beijaard et. al. (2004) identified key problem areas associated with work specific to
professional identity: a need to focus on how the professional side is seen in and by
context, instead of focusing chiefly on the person. In terms of this present study, the
focus is on teachers of English as professionals and the factors that affect the process
33

negotiating identities as professionals. Swirling around the concept of professional
identity are the notions of professional development (activities that develop teachers)
and quality teaching (the standards that measure the value and performance of teachers).
Coldron and Smith (1999) argue the importance of professional development in the
process of individuals becoming teachers raises awareness of how they see themselves
as teachers, and how they perform as teachers. The next section explores both concepts
and their relevance to the process of negotiating professional identity.

2.4 THE PROFESSIONAL PILLARS OF A TEACHER: PROFESSIONAL DEVELOPMENT
AND QUALITY TEACHING
2.4.1 INTRODUCTION
In this section of the review, the notions of professional development and quality
teaching are reviewed because they are often viewed as tools and measures of teaching
performance and factors influencing development of professional identity (White, 1998;
Rowe, 2003; Arnon & Reichel, 2007; Ingvarson & Rowe, 2008; Connell, 2009). In
many ways they connect the teacher with the expectations of teaching practice and
perceptions of notions of teachers of others. Therefore, the concept of professional
identities shares the landscape with the notions of professional development and quality
teaching. There is evidence in the research literature that professional identities are
developed largely through engaging in activities of professional development and
professional learning (Bailey et al., 2001; Battey & Franke, 2008; Devos, 2010). The
literature on education also discusses the benefits of professional development on
teaching quality, but the relationship between the three concepts has not been explicit.
The notion of quality teaching may be interpreted as a goal to meet stakeholder
expectations and professional development may be viewed as the tool to raise teaching
standards in order to meet the criteria that frame quality teaching. Both concepts affect
the teacher and teaching practice. Therefore this research is located at the intersection of
research areas concerned with professional development and quality teaching in higher
education that are viewed influential on the process of negotiating anad managing
professional identity.
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Teaching quality is a measure by others of teaching performance and outcomes against
established standards and framework of teaching practices (Darling-Hammond, 2000;
Ministerial Council on Education, 2003; NSW DET, 2003). The items used to measure
teaching practice contribute to deciding various actions, such as assigning roles,
responsibilities and titles to individuals. One of the main functions of professional
development is to meet the expectations of standards associated with teaching quality. It
also provides an opportunity for individuals to develop in their roles as teachers and
build levels of professionalism. Professional identity is the public face of the teacher
that is influenced by immediate professional factors, such as engaging in activities of
professional development and guidance by expectations of teaching quality. It is also
influenced by many personal factors.

This research explores to some extent the relationship both professional development
and teaching quality have with professional identities as part of the professional
landscape of English language teaching in Japan. Professional development, for
example, is a reflective process that benefits the development of skills and knowledge
of teachers. It provides a platform on which individuals develop as teachers. However,
it also has its limitations: chiefly, professional development tends to be characterised by
formal activities designed to meet the needs of others rather than addressing the
professional needs of the individual. In the context of ELT in Japan, activities of
professional development are often resisted; instead, development occurs through
teaching practice (Peake & Fraser, 2004). In other words, traditional or formalised
forms of professional development are unsuitable for the context of ELT at universities
in Japan.

Activities of professional development in mainstream education are often designed to
address the needs and criteria of standards or frameworks of teaching practice. One of
the main aims of teaching frameworks is to address issues of teaching quality that
correlate with achieving learning outcomes. By contrast, standards of practice are
nonexistent in ELT in higher education contexts of Japan. Without a broad set of
standards to guide English language teaching practice at the higher level, teachers of
English resort to developing their own standards within their specific teaching context.
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The implications of random approaches to teaching quality affect learning outcomes
and, in terms of this present study, impact on the professional identities of the teachers.

2.4.2 PROFESSIONAL DEVELOPMENT DEFINED
Defining professional development is a difficult task, dependent on the cultural and
socioeconomic climate prevalent at any one time (Campbell et al., 2004: p.16). It is a
concept that has many aliases: continuing education, professional learning, teacher
development, continued/continuing professional development, professional growth, inservice education, and lifelong learning and professional growth (Craft, 2000; Mann,
2005; Murphy & Calway, 2008). Nonetheless, it is a concept that has received notable
attention in the literature often associated with discussions of effective teaching and
influences on learning outcomes (Darling-Hammond, 2000; Guskey, 2000). The
attention it has received in the literature focused on ELT, however, is limited.

Professional development ranges from solitary, reflective activities to universally
structured and formalised activities, such as workshops and conferences (Campbell et
al., 2004). According to Darling-Hammond (2003), it is not training, but a process of
continued intellectual, experiential and attitudinal growth of teachers.

Guskey defines professional development as:

… those processes and activities designed to enhance the professional
knowledge, skills and attitudes of education so that they might, in turn,
improve the learning of students. (Guskey, 2000: p.16)

Guskey argues that professional development is extremely important to education’s
advancement as a profession and fundamental to the improvement to the practice of
teaching (Guskey, 2000: p.16). Nicholls (2001: p.10) views professional development
within the context of higher education by its nature as something highly complex and
multifaceted. It is one aspect of learning and a way in which teachers, or as Nichols
refers to them, “practitioners”, can understand the need to change. The learning is
continuous and both formal and informal. Similarly, Eyler and Giles (1999: p.169)
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describe professional development as ‘more formal, guided and the type of learning that
occurs when practitioners and researchers undertake a program of continuing
professional education’. Nicholls and Eyler and Giles argue that professional
development is not only about skills development, but it is a learning process that
influences the individual both professionally and personally: a process of lifelong
development that has the potential to facilitate change in individual as professionals,
and, by association, the profession (Brennan, 1990).

Craig’s (1987: p.37) definition of professional development is of a process focused on
human development, knowledge, skills and attitudes:

The process by which individuals increase their understanding and knowledge
and improve their skills and abilities to perform better in their current position
or to prepare themselves for a position to which they can realistically aspire in
the near future.

Craig describes professional development as a process implying that it is continuous
because of its goal to ‘perform better’ and in preparation for future positions and roles.
Language is organic and ever-evolving (Crystal, 2010). Therefore in order to perform
better as teaches of English, professional development has an important role
contributing to developing teaching practise and improving learning outcomes.

Guskey (2000: p.16) identified three core characteristics that define professional
development as a process that is intentional, ongoing, and systematic, reflecting the
attributes that comprise a process of continuous learning. Wenger (2008) takes a similar
view on identity as a component of learning; they are interconnected and mutually
defining. Wenger’s perspective on learning extends beyond the traditional view of
separate activities confined to a classroom. In this sense, professional development is
not just about developing teaching skills, but also a process which draws on experiences
and knowledge from a broader field of contexts.

Mann (2005) draws attention to the ambiguity created in terms such as professional
development and teacher development. According to Mann, professional development
is viewed as ‘career oriented and has a narrower, more instrumental and utilitarian
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remit’ whereas teacher development is ‘more inclusive of personal and moral
dimensions’ (Mann, 2005: p.104). The notion of professional development, therefore,
remains dynamic, evolving with the changes and challenges posed by the profession.

The task and responsibility of developing systems of professional development often
falls on management and administration within education. However, efforts to develop
professionally are also the responsibility of the individual.

Ongoing professional development is the responsibility of individual language
teachers, rather than the schools, programs, or universities for which they
work. (Bailey et al., 2001: p.238)

It is a process that can only be initiated and controlled by the individual in order to
satisfy the professional, and in many cases personal, needs of the individual.

Similarly, Pettis (2002) discussed the process of professional development and the
teacher as a learner engaging in that process. As an ESL educator, Pettis saw her role
facilitating the development of students’ communicative competence. In order to
effectively perform her role, Pettis identified three areas that characterised her as a
professionally competent educator:

1.
Principled, knowledgeable and skillful – having an approach to
teaching, keeping up to date with developments in the field, and using this
information effectively in the practice of teaching.
2.
Acknowledgeable of changing needs as a professional – the different
professional needs of a beginning teacher and one mid-career.
3.
Committed to professional development – here Pettis refers to
personal professional development, not enforced from management. Pettis
argues that teachers need to have a sense of responsibility toward what they do
as teachers for the benefit of their students and to develop a fulfilling and
satisfying career. (Pettis, 2002: p. 394)

Pettis suggests that professional development is a reflective process that requires a great
deal of personal commitment in order to justify being termed a “professional”. This
process of self-commitment and activities encourages reflection on practices and
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identifies needs for continual growth that characterise English language teachers or
educators as professionals.

Professional development of teachers in Japan is often characterized by engagement in
processes of collaboration (Howe, 2006: p.293). Common to mainstream education in
Japan is the process known as lesson study, a form of professional development that
relies on teacher collaboration to research and develop effective lessons. As described
by Lewis, Perry and Murata (2006), lesson study is carried out through collaborative
goal-setting for lessons, reviewing the curriculum, observing teaching of the lesson, and
discussion of the observations. It involves a group of teachers working together on
broad goals and developing lesson plans that are observed, analysed, and revised. Their
focus throughout this process is on improving student thinking and making their lessons
more effective (Williams et al., 2009: p.14). The emphasis, therefore, is on teachers
developing professionally as a group rather than focusing on individual performance.

More broadly, the culture of professional development in Japan is characterised by
senior teachers passing on their learned knowledge to junior teachers, usually during an
induction period that, according to Howe (2006), is a process criticised for being too
‘one-way’. New teachers arrive with new and updated knowledge, but the senior
teachers often ignore such valuable input. Yet despite the significance of professional
development in mainstream education and its role in developing teachers professionally
in Japan, similar discussions in the literature remain limited regarding teachers of
English, especially in higher education contexts.

2.4.3 THE VALUE OF PROFESSIONAL DEVELOPMENT
The reasons for engagement in professional development is not necessarily from a need
to address deficiencies, but something that has emerged from the growing recognition of
education as a dynamic and professional field (Guskey, 2000: p.16). Richards (2001:
p.206) stated that ESL/EFL is a rapidly changing field and teachers need regular
opportunities to update their professional knowledge and skills. In this sense,
professional development is a necessary part of being a competent teacher: it is part of
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being a professional with responsibilities both to oneself and the people and place in
which one is working. It is also a personal matter. Richards discusses the connection
between teacher growth and fulfilment and being a successful educator. He writes that
teachers need to develop their long-term career goals and expand their roles and
responsibilities if they are to continue to find teaching rewarding (Richards, 2001).
Richards’ discussion on professional development extends beyond skills development
and knowledge building. He makes the connection with levels of job satisfaction and
career planning as teachers of English.

Professional development also helps to combat the sense of isolation that many teachers
feel (Richards, 2001: p.10), where the lack of opportunities to meet with other teachers
and share teaching experiences and problems lowers teachers’ levels of confidence and
possibly effectiveness. Finally, there is the extrinsic motivation of future career
prospects: the more one develops and can show that one has developed, the more likely
one is able to get promoted, change jobs or careers and gain recognition for
commendable performances as a teacher.

Murphy and Calway (2008: p.425) claim that professional development is necessary for
professionals to keep abreast of current developments in knowledge within the
profession in areas of technical, legal, conceptual and social change. They further
explain that a program of professional learning or development should foster
development of a learning culture that encourages continued growth of knowledge and
professional ability to apply that knowledge. All of these reasons can play a part in
teachers’ enthusiasm for engaging in a system of professional development and
construction of professional identities. And one may postulate that an enthusiastic
teacher, motivated to participate in a system of continuous development can only have
positive effects on teaching, and in turn, learning outcomes.

The link between professional identity and professional development in the literature is
not explicit, although, Jones (2004) provides some evidence that a link exists.
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[i]ssues of teacher identity are deep rooted and can be seen to influence the
way teachers respond to professional developments, be it with other teachers,
the school setting or the pupils themselves. This challenges the process of
affecting change through policy development and suggests the need for indepth professional development that acknowledges the role and impact of
teacher identity. (Jones, 2004: p.167)

Beijaard, Verloop and Vermunt (2000) draw attention to the relationship between
professional development and professional identity and its implications on issues of
teaching such as quality. They validate the notion of greater responsibility of the
individual as a teacher and argue the value of professional development is best viewed
through its relationship with professional identity.

Teachers’ perceptions of their own professional identity affect their efficacy
and professional development as well as ability and willingness to cope with
educational change and to implement innovations in their own teaching
practices. (Beijaard et al., 2000: p.750)

According to Ingvarson, Meiers and Beavis (2005), professional development is
recognised as ‘a vital component of policies to enhance the quality of teaching and
learning in our schools’. The value of professional development has received some
attention in the literature related to ELT contexts (Richards & Lockhart, 1994; Bailey et
al., 2001), but despite the growing research in professional development related to ELT
contexts, there is a gap in the literature relevant to specific contexts, such as Japan.

The next section identifies the issues that influence effective professional development
in mainstream education that also has relevance for the context of this study.

2.4.4 ISSUES IN PROFESSIONAL DEVELOPMENT
Professional development is viewed as a vital component of educational policies to
enhance the quality of teaching and learning in schools (Ingvarson et. al., 2005), key in
achieving student outcomes and meeting curriculum expectations (Luke & McArdle,
2009). However, it also has been criticised because its influence on long-term career
development is limited (Hoban, 2002; Aubusson et al., 2009, for example). Teachers
often question the value of engaging in activities of professional development (Battey &
Franke, 2008). Hoban (2002: p.71) views the benefits and effects of conventional
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professional development short-lived, largely because of its linear, step-by-step process
and a lack of ongoing teacher support. As an alternative, Hoban proposes a system of
professional learning that he argues is dynamic and non-linear: a learning environment
incorporating multiple conditions for teacher learning (Hoban, ibid: p. 72). It is a system
that affects change throughout the teaching environment beyond the immediacy of the
professional learning activities.

One of the strongest criticisms often made of professional development is the ‘one size
fits all’ approach or the perception that attending one workshop initiates effective
change in the classroom (Miles, 1995; Lydon & King, 2009). Miles (1995) critically
describes professional development in schools as ‘a joke’.

It’s everything that a learning environment shouldn’t be: radically underresourced, brief, not sustained, designed for “one size fits all”, imposed rather
than owned, lacking any intelligent coherence, treated as a special add-on
event rather than as part of a natural process and trapped in the constraints of
the bureaucratic system we have come to call school.’ (Miles, 1995: p.vii)

Although seemingly harsh, Miles’ description acts as a reminder that professional
development is not perfect and that one of its imperfections is that it is quite often
forgotten or an after-thought in the busy daily routine of teachers instead of being a
main pillar of teaching practices. Miles (1995: p.7) echoes the sentiments of many
recent interpretations of professional development: that its meaning and worth are based
largely on individual interpretation and adaptation (Miles, 1995: p.7).

Pettis’ (2002: p.395) analysis of professional development concurs with Miles, stating
that as educators, teachers must make a personal commitment to their own ongoing
professional growth. The discussions of Pettis and Miles imply that while employers
and professional associations support teachers engaging in systems of professional
development, the commitment to the engagement has to begin with the teacher, that
enforcing involvement in professional development can be less effective in influencing
overall teaching practice.
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The criticism that certain activities of professional development have limited and
temporary effects are not uncommon in mainstream education. The educational policy
that emerged from the ‘No child left behind’ legislation in the USA focused on student
learning, turning attention on the way teachers teach and students learn (Knight, 2007).
While this attention may have also heightened awareness of the need for effective
professional development, Knight showed in his research that traditional forms of
professional development were not effective. Teachers were critical of ‘one shot
programs’ that failed to address practical concerns (Knight, 2007: p.2). Knight
concluded that the issue was not the teachers’ reluctance to embrace change, but the
professional development programs they experienced were poorly designed. The
effectiveness of such activities in developing individuals’ identities as teachers becomes
questionable. Knight (2007: p.3) instead argued that teachers engaged in professional
development everyday, learning from each other all the time, sharing lesson plans,
assessments and activities, and that ideas about individual students were equally
effective in teachers developing professionally. Knight’s criticisms and suggestions
have relevance for this study given that the culture of professional development is less
common in Japan, as discussed in chapter 1.

There is also the question of who is responsible for professional development. Murphy
and Calway (2008) argue that although legislative requirements of standards require
engagement in professional development, they often lack clarity or neglect to stipulate
achievable expectations. According to Murphy and Calway, the purpose of professional
development is often viewed by governments as ‘an economic requirement related to
work readiness and risk minimisation’ (Murphy & Calway, 2008: p.424). Instead,
Murphy and Calway argue that professional associations need to develop learning
environments that enable effective continuing career development of professionals.
Professional associations have the advantage of drawing on a large pool of expertise and
knowledge from within the field to develop frameworks that more effectively meet the
professional needs of the teacher whilst also satisfying the demands of governments and
other stakeholders.
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The literature suggests that the overall aim of engaging in activities related to
professional development is the improvement of student learning and achievement
through improved and effective teaching practices (Darling-Hammond et al., 1995;
Ingvarson et al., 2005; Luke & McArdle, 2009; Lydon & King, 2009). However, the
connection between enhanced professional knowledge and its influence on positive
outcomes in the classroom still requires further investigation to strengthen the argument
(Guskey, 2000). Guskey (2000: p.4) questions the effectiveness of professional
development in recent systems in education, describing many as failures because they
are essentially ‘too top down’ and that educators feel they have little impact on their
day-to-day responsibilities: they are seen as being meaningless and time-wasting.
Guskey suggests that the problem lies not in the idea or rationale for the activity, but in
the support and supply of resources. Similarly, Lydon and King (2009) question the
effectiveness of engaging in any activity advocating professional development, though
they also argue that carefully planned and full engagement in professional development
has the potential to positively influence teaching practice and student outcomes in the
classroom.

The literature on professional development in ELT is not as extensive as in mainstream
education. Mann (2005: p.103) draws attention to recent contributions to language
teacher development. He discusses the view that the development of teachers occurs by
teachers studying their own practise through processes of reflective actions, exploratory
teaching, and practitioner inquiry. According to Mann, language teachers have the
opportunity to choose to develop and grow beyond the period of formal training. There
is growing evidence of ELT teachers embracing this initiative in Japan. Stillwell (2009)
discusses a mentor development program amongst English language teachers in Japan
that attempts to foster collaborative professional development through peer observation.
The program discussed by Stillwell requires teachers to willingly commit to a complex
and extensive program of mentoring. As previously discussed, however, it is open to
similar criticisms made of other activities, such as, the focus is too narrow and there is a
perception that the activities lack relevance.
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In summary, there is evidence in the literature that professional identities emerge largely
from engaging in activities viewed as professional development. Discussion and
analysis of the concept of professional development, however, remains underexplored
in ELT, despite some attempts to provide professional guidance specific to language
teaching (Richards & Lockhart, 1994; Bailey et al., 2001). The literature tends to focus
on teacher education as a form of professional development and its influence on early
career teachers. The literature on ELT is yet to fully explore the professional identities
of teachers, well-established in their careers as teachers of English and the factors that
influence their professional identities, especially in the context of teaching English at
universities in Japan.

2.5 THE CONCEPT OF QUALITY TEACHING
2.5.1 INTRODUCTION
The links between professional identity, professional development and quality teaching
are implicit, having grown individually and emerging from different instigations.
Quality teaching, for example, has received increasing focus in the literature as a result
of policies in mainstream education focusing on standards of teaching practice and
measures of accountability (for example, No child left behind, 2002). The emphasis on
quality teaching and the importance of professional development towards achieving
effective learning outcomes is reflected in various governmental education and teaching
association policies and frameworks for teaching standards (Ministerial Council on
Education, 2003; Ontario College of Teachers, 2006; TDA, 2007; MEXT, 2009b;
National Board for Professional Teaching Standards, 2010).

Many researchers are also connecting the fields of professional development and quality
teaching. Battey and Franke (2008), for example, argue that one of the main motivations
for engaging in activities of professional development is to improve the effectiveness of
teaching in an effort to improve students’ learning achievements. They also argue that
engaging in activities of professional development plays a role in assisting individuals
to reflect on teaching practices, opening up opportunities to develop as a teacher
through the acceptance of knowledge and its application in the classroom.
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In recent discussions on improving teachers’ effectiveness, the notion of teaching
quality has received growing attention by educational institutions and a greater focus on
instruments of measurement such as teaching standards and frameworks for teaching
practice (Darling-Hammond, 2000; Ministerial Council on Education, 2003). Rowe
(2003) argues the importance of strategic professional development in any discussion on
quality teaching and learning and quality teachers and teaching. In his argument, Rowe
attempts to bring attention to the relationship between a strategic focus on quality in
teaching and engagement in activities of professional development. This study is limited
in its investigation and discussion of quality teaching and professional development. As
discussed in chapter 1, however, both concepts are two of many factors that influence
professional identity.

2.5.2 THE EMERGENCE OF QUALITY IN TEACHING
The notion of quality is recent to the all fields of education. It entered the vernacular in
education when government policy shifted from focusing on the relationship between
‘government spending and improved outputs’ to ‘establish efficiencies, management,
quality improvement and market activity’ (Marginson, 1997). Acts of law reflect this
change, evidenced in the US federal legislation ‘No child left behind’ enacted in 2001,
as one example (U.S. Department of Education, 2002). Developed from theories of
standards-based education reform, the legislation made provisions for broad reforms to
the US system of public education that advocated flexibility and accountability
manifested through a system of incentives and penalties for schools based on learning
outcomes achieved. The reforms also focused on improved teacher education and
professional development as significant efforts to ensure higher levels of quality and
standards within the system.

It is without doubt that every administrator and teacher at any level of education strives
to provide quality in teaching, yet perceptions of quality in teaching, or good teaching,
are not universal. In a study of teachers’ perceptions towards “good” teaching, Kember
et al. (2003) found that not only was there no universal view of what constituted good
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teaching, but also, based on the opinions of those interviewed, the views appeared to be
contradictory. They found that students constructed their own interpretation of good
teaching around their existing beliefs and knowledge (Kember et al., 2003: p.250). This
would suggest that a commonly used term such as “quality” creates ambiguity when the
meaning is assumed however not clearly defined when used in a particular context.

Defining quality in teaching has been explored in considerable depth in the field of
education, often in discussions related to standards of teaching and measurement of
teaching performance (Darling-Hammond & Finn, 2000; Ministerial Council on
Education, 2003; Rowe, 2003; Ingvarson & Rowe, 2008; Probert, 2008), or the role of
quality in teacher development and education (Ingvarson et al., 2005; Tudor, 2006;
Probert, 2008). The issue of quality in language teaching has also received growing
attention, with a focus on the qualities of a ‘good’ language teacher (Canagarajah, 1999;
Sowden, 2007), the relationship between quality in teaching and improved language
learning opportunities (Crabbe, 2003), and quality assurance in higher education sectors
(Thomas, 2003). The scope of this study excludes extending the debate and discussion
on the meaning of quality in teaching. It is worth noting, however, the features or items
of quality in teaching that have been identified in the literature. They are considered
salient for this study because the items are generally used as the basis for developing
professional development activities. It is through engagement with these activities and
the process of reflection on themselves as teachers that individuals negotiate their
professional identities as teachers.

2.5.3 ACCOUNTABILITY AS A MEASURE OF QUALITY
At the core of delivering quality teaching is the leadership within a school and its
teachers (McArdle & Coutts, 2003; Grevett, 2004). Teachers are argued to be the most
important factor influencing the quality of education in schools (Hattie, 2003; Barber &
Mourshed, 2007), but they are often restricted in their practices by factors that raise
concerns and cause conflict, such as, pedagogical differences or accountability. A focus
on the connection between quality teaching and teachers and student achievement puts
the notion of quality teaching at the centre of a school system and school effectiveness
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(Santiago, 2002; Darling-Hammond, 2003; Ministerial Council on Education, 2003).
White (1998) believes that it is important to ensure quality is a priority in the education
process and that a balance exists between accountability to stakeholders and
commitment to professionalism to encourage autonomy of the teacher.

The notion of accountability is often viewed as a core attribute characterising teaching
quality. In Hattie’s (2003) research to identify distinguishing attributes of expert and
experienced teachers in US elementary schools, he found the notion of accountability
presents a significant concern for teachers and their approach to teaching. Teachers
were found to be under constant pressure to be more accountable for their teaching by
various stakeholders (parents, governments, education institutions). Whenever student
performances fall short of meeting expectations, attempts are made to redress the
various tools of education that are seen as the source of the problem, such as textbooks,
curricula, classroom sizes (Hattie, 2003). Teachers are often torn between having a
certain level of autonomy in the classroom and being restricted by curriculum
obligations (Boote, 2006).

In terms of the present study, the notion of quality and related attributes, such as
accountability, are relevant given that the emphasis is largely on improving teacher
skills and knowledge in order to benefit learning outcomes. Furthermore, in the
literature’s discussion of professional identity, little attention is given to the relationship
between professional identity and the attributes that define quality teaching in ELT
tertiary contexts in Japan. This study explores the notion of being a teacher that
encompasses discussions on attributes that individuals use to define a good teacher and
its affect on professional identities.

2.5.4 ACHIEVING

QUALITY IN TEACHING THROUGH FRAMEWORKS OF TEACHING

STANDARDS

The issue of quality teaching in mainstream teaching has been addressed by attempts to
create national standards for the purpose of improving quality in teaching throughout all
levels of education as well as providing a mechanism for teachers to take responsibility
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of their own careers as teachers (Ministerial Council on Education, 2003; Ontario
College of Teachers, 2006; Training and Development Agency for Schools (TDA),
2007; Higher Education Bureau Ministry of Education, 2009; National Board for
Professional Teaching Standards, 2010). The abstract attributes that define quality
teaching manifest themselves in the form of teaching standards or frameworks. These
provide benchmarks for assessing performance of teaching practices and students’
achievements as a measurement to reward and support career development (Ministerial
Council on Education, 2003). Furthermore, the frameworks that advocate standards for
quality teaching are intended to reflect core aspects of being a teacher and teaching:
knowledge, skills and a commitment to the practice of teaching. These are attributes that
are also the focus of professional development in teacher education programs, as
previously discussed.

The standards of frameworks developed by various educational authorities and agencies
(U.S. Department of Education, 2002; Ministerial Council on Education, 2003; Ontario
College of Teachers, 2006; Training and Development Agency for Schools (TDA),
2007; National Board for Professional Teaching Standards, 2010) consolidate the
attributes necessary for teachers to possess in order to meet expectations of learning and
teaching outcomes. McArdle and Coutts (2003) refer to these attributes as the qualities
of a “strong core”, a metaphor McArdle and Coutts use for ‘the co-location of desirable
fundamental qualities’ that they identified as strength, confidence, balance, ballast and
value maturity (McArdle & Coutts, 2003). McArdle and Coutts viewed these qualities
as significant in identifying good teachers. More importantly, however, they suggest
recognition of these qualities offer a means of improving reflective practice in the
process of professional development and improved teaching practices.

In addition to the focus on key qualities, the frameworks also attempt to provide
teachers with guidance on career progression. The Professional Standards for Teachers
(Training and Development Agency for Schools (TDA), 2007) developed for teachers
in the UK, highlight the skills and qualities expected of teachers who wish to develop
their careers to a higher level, offering a template on which they are able to structure
and develop their careers. The document stipulates the essential qualities for effective
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teaching as well as identifying attributes necessary for career progression. Likewise, the
National Framework for Professional Standards for Teaching developed for school
systems throughout Australia (MCEETYA, 2003) includes “career dimensions” which
it views as being interconnected with the “professional elements” regarded as core to
effective teaching practice. The career dimension encompasses broad aspects of a
teacher’s career: graduation, competence, accomplishment and leadership, intended to
provide a framework guiding teachers career choices.

According to the Professional Teaching Standards produced by the New South Wales
Institute of Teachers:

Standards provide a common reference point to describe, celebrate and support
the complex and varied nature of teachers’ work. It describes what teachers need
to know, understand and be able to do as well as providing direction and
structure to support the preparation and development of teachers. (NSW Institute
of Teachers, 2005: p.2)

The framework, therefore, establishes the criteria by which teachers are judged by
degrees of professionalism in terms of their actions, knowledge and options for future
development.

The National Professional Standards for teachers is more direct about the importance of
standards, stating that improving student outcomes is linked to the quality of teachers,
and the quality of teachers is made explicit through a standards framework. Similar to
the NSW Institute of Teachers framework, the National Standards describe what
teachers should know and be able to do, defined by four levels of professional expertise.
Overall, the standards provide a common language for professional dialogue between
teacher educators, teacher organisations, professional associations and the public
(Ministerial Council on Education, 2003). By contrast, ELT in higher education
contexts in Japan are guided by vary few standards of teaching practice. The
implications of little professional guidance could have implications for achieveing
expected standardised learning outcomes, but of equal importance, the professional
status of teachers’ professional identity can be questionable.
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2.5.5 CURRENT NOTIONS OF QUALITY TEACHING IN JAPAN
In comparison, the Quality Assurance Framework of Higher Education in Japan
(MEXT, 2009) developed by the Japanese Ministry of Education in their attempt to
establish a set of universal standards across all universities in Japan, lacks any
comprehensive detail relating to its expectations of teachers or the qualities they are
required to possess for effective teaching practice. The objectives of the policy place a
great deal of responsibility on universities as illustrated in the extracts below:

To respect the independence and autonomy of universities, and thus assume that
universities which are once approved would be ready to autonomously assure their
own quality. (MEXT, 2009: p.1)
To provide the mechanism through which the conditions such as organisational
management and academic activity in universities can be periodically checked
afterwards, while securing that the involvement of the national government is as
minimum as possible (MEXT, 2009: p.4).

The objectives suggest an assumption of mutual understanding and compliance of the
universities with the intention of the policy. They provide a foundation for universities
to establish a system or process of accreditation with the focus largely on the
management and administration of the universities. However, there is minimal reference
to teachers in the framework in relation to professional development, career
development, common standards of teaching practice, or quality of teaching practices.
There is little recognition of teachers of English as professionals.

The notion of quality in teaching is well-researched in general educational contexts in
North America, Europe and increasingly in Asian countries. Within contexts specific to
teaching English as a foreign language, however, the notion of quality and its
relationship with professional development in the literature is limited. Of the JALT
Journal issues published in the period 1994 to 2009 by the Japan Association of
Language Teachers (JALT), only a few contain articles specific to the topics concerned
with quality in teaching or professional development. An article by Lamie (2002), for
example, discussed the issues of professional development in relation to the training of
teachers of English in Japan. Another by Gebhard (2005) explored the benefits and
limitations of action research in raising awareness of teaching. Some studies addressed
51

the issue of professional development indirectly, such as, Aline and Hosoda’s (2006)
research into team teaching in elementary schools or Kurihara and Samimy’s (2007)
investigation into the impact of US teacher training programs on teacher beliefs and
practice of Japanese teachers studying in a post-graduate course in the United States of
America. They discussed around the topic without actually exploring the concept and
process itself within the specific context of teaching English in Japan. There was little
critical discussion of the value of a professional development system or its implications
for improving teaching quality in Japanese educational contexts.

The review of the JALT Journal, the main journal for language teachers in Japan,
suggests professional development is a process that occurs as a result of engaging in
reading its articles about teaching English. The concept of professional development is
not considered as a core component of teaching practice and the culture of teaching.
Journal articles tend to focus more on what to teach and ways to teach, and less on
exploring the attributes that deepen understanding of the teachers for the benefit of
developing professionally.

2.5.6 DEFINITION OF A ‘GOOD TEACHER’: A BY-PRODUCT OF QUALITY TEACHING
Common to any professional identity as a teacher is the interpretation of a “good”
teacher. The notion of being a “good” teacher is commonly discussed in conjunction
with issues related to accountability and quality in teaching or teacher productivity
(Connell, 2009; Harris & Sass, 2009), which is often seen as the product of effective
teacher education programs combined with a strong core of qualities by which teachers
are able to grow and develop their practice of teaching (McArdle & Coutts, 2003).
Effective teaching is often defined within an established framework of teaching
standards. Brumfit (2001: p.115) describes standards relevant to being an effective
language teacher as ‘the ability to relate to learners, the role of enthusiasm for the
subject and the interaction of these with a sense of purpose and organisation’. His
description of key standards required in teachers echoes those advocated by
organisations and government agencies charged with developing standards frameworks
for general education contexts in their efforts to improve quality in teaching.
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The notion of being a good teacher is a concept often developed in the minds of others
through a process of accountability that measures attributes, which often focuses on
practices and outcomes. While accountability has a role to play in effective learning and
teaching, Rowe (2003) argues that there still exists a gap in education that adequately
defines effective education and a lack of concrete evidence of what really affects
students’ learning experiences. Hattie (2003) suggests that the teacher and the depth of
his or her education and qualifications are the most influential attributes contributing
significantly to students’ achievements in learning. The level of teacher commitment is
said to have an influence on students’ motivation, attitudes towards learning and being
at school, and teachers’ commitment to the educational process (Day et al., 2005), and
the key to teachers’ commitment, is a sense of identity (Woods, 1981; Ball & Goodson,
1985; Day et al., 2005; Achugar, 2009). In other words, if teachers take an interest in
the learning processes, the students will be exposed to positive influences that may
reflect positively in their learning outcomes. And from this positive result, teachers
reflect on themselves as teachers, arriving at a description of themselves as “good”
teachers.

In their proposal for a reformed education system in Japan after the Second World War,
the US Mission to Japan defined good teaching practices as: ‘those practices which
attain the desired objectives most effectively’ (United States Education Mission to
Japan, 1977: p.32). By their definition, a good teacher would be someone whose
teaching practice attains the desired objectives most effectively. Although broad in its
description, and written over half a century ago, the core attributes of good teaching
practice and good teachers are reflected in more recent analyses of effective teaching
practices portrayed in education policies and teaching frameworks.

As discussed previously, McArdle and Coutts (2003) suggested that to be a good
teacher, individuals require a strong core of qualities, consisting of strength, confidence,
balance and ballast, and value maturity. In their study of Scottish educators in higher
education, McArdle and Coutts were interested in moving beyond the practice of
reflection to continuing professional development, focusing on the relationship between
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learning forms of knowing and being a good teacher. They use the notion of a “strong
core” as ‘a metaphor for the co-location of desirable fundamental qualities’ sought-after
in a teacher (McArdle & Coutts, ibid: p.230). They identified five characteristics that
comprise a strong core:
•

Strength – the ability of a teacher to make things happen or to act independently
or autonomously. In a sense, teachers are assertive in their actions and thereby
assuming a certain level of responsibility for their actions and the decisions they
make.

•

Confidence – a quality they felt allowed teachers to be ‘comfortable with
responsibility and to continue to act in a context of uncertainty’.

•

Ballast – related to stability of ideas and ideology of the teacher. McArdle and
Coutts propose that an absence of this quality leads to instability of practice,
shifting and changing in teaching practice without a firm sense of direction. An
absence may not be the fault of the teacher: a teaching context with a weak
articulation of approach to teaching or educational goals from those decisionmaking roles, such as management (Crabbe, 2003).

•

Balance – the ability to make discriminating judgements, open to ideas and
suggestions from others as well as the ability to know when to make changes
and assimilate new ideas.

•

Value maturity – refers to a sense of deeply-held beliefs and their impact on
professional practice. McArdle and Coutts suggest that this is the personal
aspect of the professional: the thing that motivates an individual to be a teacher,
providing a sense of vision and reason for entering the profession.
(McArdle and Coutts, 2003: p.231)

McArdle and Coutts’ suggestion of a strong core of qualities is interesting as they agree
that although the qualities may emerge from a process of reflection, they believe a
strong core is fundamental to reflection, an activity central to many systems of
professional development. McArdle and Coutts argue that reflection alone is not
sufficient as a process to create a strong core, but one of many factors. Although the
context of McArdle and Coutts’ study is related to higher education in Scotland, the
notion of quality in teaching and its implications to students’ achievements is
nonetheless universal if teachers of English wish to share under the same teaching
profession umbrella that defines them as professionals. The qualities acknowledge that
being a teacher is not only about being a professional but also the personal, drawing on
a bank of skills and knowledge specific to a teaching context, such as teaching English.
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The value maturity quality reflects the teachers’ abilities to find strength in their own
beliefs to perform and make judgments autonomously. Although the values and beliefs
of the teachers may conflict with the ideology of their teaching contexts, it is a sign of
professionals who practise teaching by balancing beliefs with the expectations of their
roles as teachers.

While there is no evidence to doubt that teachers of English are professional in their
teaching, the literature on teaching English in Japan suggests that the qualities
documented in general education relating to good and effective teaching practices and
their relationships with students’ achievements and career development are less
developed or explored by comparison in the field of teaching English in Japan. There is
evidence that a focus on professional development activities is occurring at a local level
(Peake & Fraser, 2004; Stillwell, 2009). Fraser and Peake (2004) identified the need for
a unique system of professional development within individual teaching contexts in
Japan. However, there is little evidence of efforts to develop a universal or national
framework focused on quality teaching that also includes a comprehensive stratagem for
effective professional development. Stillwell (2009) discussed a mentoring program that
encourages teachers to learn from each other. A program such as this, however, is often
seen as intimidating because of its imposing nature, and too complex and timeconsuming to be adopted universally.

In summary, the concept of quality in teaching is prominent in general education
contexts. The evidence linking quality in education and its influence on students’
achievement has grown along with an emphasis on engagement in professional
development activities. In the field of teaching English in places like Japan, the
emphasis on quality in teaching is less prominent as indicated in chapter 1. The
relevance of discussing quality teaching for this research is its connection to
professional development and through activities of professional development aimed at
developing skills and knowledge of teachers and, therefore, in essence affecting their
professional identities. The framework and standards that define quality teaching
provide a form of measurement that values the worth of teachers and their performance
and allows reflection on needs for further professional development. In essence, a focus
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on quality teaching and efforts to meet standards that instill quality teaching influence
the professional nature of teachers and their professiaonl identities as teachers.

2.6 A

MEASURE OF QUALITY TEACHING:
TEACHERS

THE

PROFESSIONAL STATUS OF

Sometimes as teachers, both in general education and in language teaching in
particular, we feel we are not accorded the respect given to other professionals.
(Bailey et. al., 2001)

In countries such as, Australia, the UK, and the USA, quality teaching is a measure of
perceptions of others towards teaching and teachers: perceptions that have often
questioned the suitability of teaching being referred to as “a profession” and teachers as
“professionals” (Parelius & Parelius, 1978). Elementary and secondary educational
levels of schooling are characterised as staff by trained and qualified individuals
charged with the responsibility of delivering formative education (MEXT, 2007; NSW
Department of Education and Training, 2008). Despite expectations for high levels of
qualifications and skills, the term “professional” is often absent in any description
contained in policy documents, such as teaching frameworks (Ministerial Council on
Education, 2003; Training and Development Agency for Schools (TDA), 2007;
NBPTS, 2010).

Teachers are in a ‘doing environment’ rather than a ‘knowing environment’ (Beijaard
et. al, 2000). The report also highlighted the decline of teachers standing in the
community, arguing that the community is misguided in its understanding of the actual
role and responsibilities of teachers.

As an atribtue that charactertises professional identity, the discussion on the
professionalism of teachers continues in the literature and extends to key policy
documents, such as the Standards for accomplished teachers and principals (Teaching
Australia Network, 2009). The policy outlines the attributes that characterise
professional status:
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Professional status and respect stem from many sources – formal qualifications,
professional preparation and income, and transparent, rigorous standards that set
out what accomplished professionals should know and be able to do. Other
hallmarks of a highly regarded profession are a commitment to the welfare of
clients, a significant measure of professional autonomy in practice, a valued
knowledge base and collegial behaviour. (Teaching Australia Network, 2009: p. 1)

The policy continues by comparing teaching with other professional fields, such as
accounting, medicine and engineering, drawing a distinction that unlike teaching, the
other professional fields are ‘highly regarded because they are certified by their peers as
accomplished according to agreed standards of practice’ (Teaching Australia Network,
ibid: p.1). The policy argues teaching and teachers are undervalued by comparison and,
as a result, neglect to attract and retain the best teachers. The policy is an attempt to
standardise teaching practice and raise its professional status on a national scale. In
Japanese ELT contexts, there is little evidence in the literature to suggest that similar
attempts are being made to elevate and qualify the professional status of teachers of
English.

2.6.1 DEFINING A PROFESSIONAL
As discussed earlier, identity is a concept that defines an individual relative to specific
social contexts and associations with social groups. Professional identity is one of many
identities an individual may have at any given time. The term ‘professional’ has many
interpretations both in the literature and in general use. The purpose of this section is to
explore how the literature interprets the notion of professional that underpin
intepretations of professional identity for the purpsoe of this study.

Van Krieken, Habibis, Smith, Hutchins, Haralambos and Holbornet (2006) claimed that
professionals are often viewed as either higher professionals, such as, judges, doctors,
dentists, scientists and university lecturers, or para-professionals, which may include,
primary school teachers, nurses and social workers. In a study of paralegal workers in a
law firm, Lively (2001) looked at the gap between the sociological understanding of
professions and professionalisation, and workers’ subjective meaning of professional
and professionalism. The participants in the study indicated that to be a professional in
their field, they must be competent and capable of maintaining the proper demeanor of
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someone in the legal field, which includes their thoughts, behaviors, appearances, and
emotions (Lively, 2001: p.343). While Lively’s study is located in the field of law, the
notion of professional and professionalism has saliency in that individuals construct
their own understandings of what it means to be a professional and create their own
definition of professional behaviour.

There is limited evidence in the literature on ELT that describes the practice of teaching
English in tertiary education in Japan as a profession nor those who practice the
teaching of English as professionals. While the literature examines requirements of
teachers in general education to be accredited or affiliated with a self-regulating
governing body as is the case with other professions such as medical or legal (such as
TDA, 2007 in the UK), there is little evidence to suggest that teachers of English are
required to be similarly accredited.

Interpretations of what it means to be a professional, however, have changed
substantially over recent times, which may be a factor in vague understandings of
professional identity (Beijaard et al., 2004). Nerland and Jensen (2007: p.339) make the
comparison of previous perceptions of a professional as: ‘a collective being whose main
challenge was to appropriate the shared knowledge and values of the occupation and to
act in accordance with these’. According to Nerland and Jensen, the focus has moved
towards a “professional self” that is cast as innovative and autonomous; as an
“overriding self” who is expected to bear the brunt of producing new knowledge as well
as creating new relationships of commitment and trust in ever-changing and
increasingly complex society’. Nerland and Jensen’s discussion of professional self is
within the context of higher education in Norway, however permits the drawing of
attention to attributes salient in our discussion on professionals and professional identity
within education. In previous interpretations of a professional, Nerland and Jensen’s
claimed the role of a professional ‘was to appropriate the shared knowledge and values
of the occupation and to act in accordance with these’. This claim implies the existence
of a system or association that governs and regulates the knowledge and values, such as
a medical association that oversees best practice of doctors or a law society that
provides guidance and frameworks for standards to which lawyers must adhere.
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2.6.2 CHARACTERISTICS OF A PROFESSIONAL
The notion of professional is commonly associated with individuals highly skilled and
qualified in the practice of their occupations, such as doctors, lawyers or engineers.
According to Hooley (2007: p.50), a professional is someone:
•

Who has completed a program of rigorous initial preparation involving
specialised knowledge as decided by the profession and who has been
approved by the profession as a registered practitioner with the right to
exercise autonomous, professional judgment

•

Negotiates the nature of the relationship with members of the public who
come to their door

•

Undertakes regular updates

•

Member of a professional organisation

•

Contributes to the profession

•

Acts in a professional manner according to established code of ethics.

In order to be considered a professional, Nunan (in Bailey, Curtis & Nunan, 2001)
identified four elements that need to be evident: the existence of advanced education
and training, the establishment of standards of practice and training, an agreed upon
theoretical and empirical basis, and the work of people within the field who act as
advocates for the profession. Nunan implies that while it is possible to identify some of
these elements in some of the teachers in the field of teaching English, a generalisation
cannot be made of all teachers within this context. The point of contention is not the
advanced education and training, however the remaining three elements: there is an
absence of standards of practice and training that governs all who teach English, many
institutions prefer methods of teaching that would seem contrary to modern language
teaching practices (grammar translation, for example), and the lack of unity towards a
common standard of teaching or code of practice weakens any argument that teachers of
English are advocates of the profession.
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Ur (2002: p.288) broadly defines a professional as someone whose work involves
performing a certain function with some degree of expertise. Ur uses a narrower
definition that places emphasis on expertise involving highly sophisticated judgment,
accreditation that requires extensive study, practical experience as well as skills and
knowledge. She compares the attributes defining professional with terms that could also
easily be used to describe teachers of English: lay, amateur, technician, or academic
(Ur, 2002: p.291). Although a teacher of English could fit any of the terms, Ur
discounts them all, arguing that teachers of English are professional in what they do,
fulfilling much of the criteria she regards important to be considered a professional:
teachers belong to a community, committed to teaching, they have the opportunity to
publish, learn, they are autonomous in their practice, and they are often in a position to
act as a mentor to new teachers. Ur, however, is reluctant to formally refer to teachers of
English as professionals, arguing that they are yet to possess all of these qualities. From
her observations, there are still too many amateurs around who lower the standards
overall of the field. In other words, the level of quality teaching is questionable given
the inconsistency of qualifications and teaching experiences that that often characterise
ELT in places such as Japan.

In summary, while the term of professional may be applicable to teachers within general
education, the literature suggests that despite acts of professionalism, teachers of
English in places such as Japan require further development of their professional self in
order to attain the status of a professional. As Ur observes, the profession of teaching
English has made great strides professionally, mostly by specialised qualifications and a
focus on improving teaching practice, yet she concedes more needs to be done to
explore the professional identities of teachers.

2.7 CHAPTER SUMMARY
Despite the notion of identity gaining greater attention in mainstream education
contexts, similar attention is yet to be evidenced in ELT contexts. The literature was
shown to discuss the concept of a professional identity on the assumption that every
teacher has one. There remains, however, a certain level of ambiguity and limited
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understanding about the nature of professional identity, its key features, the value it has
for the professional development of teachers of English and the quality of ELT in Japan.

This chapter has reviewed concepts in the literature considered relevant to exploring the
notions of professional identities of teachers of English: teaching quality, professional
development, and notions related to the concept of professionalism. While the literature
deals extensively with each of these themes in mainstream education contexts, the same
attention is yet to be given in ELT contexts in Japan, particularly in higher education
contexts. The teaching of English and teachers of English borrow heavily and interpret
concepts and theoretical knowledge from mainstream education, yet the field is unique
in its own right and therefore requires interpretation of these borrowed concepts from an
ELT perspective.

There are expectations by key stakeholders that teachers possess sufficient content
knowledge, theory, passion and skills in order to practice teaching effectively (NSW
DET, 2003; Mantei, 2010). With such expectations, there is often an emphasis on
teachers to become better for the well-being of learning outcomes and ensuring
acceptable levels in quality teaching. Quality teaching occurs as a teacher’s professional
identity shapes the design, planning and facilitation of classroom learning experiences
(Mantei, 2010: p.2). Efforts to address these elements fall within the confines of
professional development. The literature provides links between professional identity
and professional development (Grion & Varisco, 2007; Black, 2008; Lamote & Engels,
2010), and professional development and quality teaching. However, there are no clear
or easy links between the three concepts of professional identity, professional
development and quality teaching: instead, the links are implicit. They are areas of
research that have grown individually, emerging from different instigations: quality
teaching, for example, has received increasing focus in the literature as a result of
policies in mainstream education focused on standards of teaching practice and
measures of accountability (for example, No child left behind, 2002).

The literature views professional development as a significant influence to the process
of teacher identity, with a particular focus on pre-service teacher training. This type of
61

professional development is beyond the scope of this research given that the participants
are established in their careers as teachers of English. In terms of this study, the notion
of professional development in ELT contexts needs to move beyond discussions limited
to analysis and suggestions of activities touting to be effective in developing teachers
professionally (Richards & Lockhart, 1994; Bailey et al., 2001). The perception of
professional development is often defined by these activities and broadly criticised for
requiring extra resources and commitment of time and effort by teachers in a context
that is often limited in both resources. Instead, professional development is a complex
process that is both implicit and explicit. It exists as activities, such as workshops and
peer observations, yet given the daily lives of teachers of English, these forms of
activities are inappropriate.

This thesis also questions the assumed link between professional development of the
formal sort and teacher identity (Gardner, 1995; Grion & Varisco, 2007; Lieberman,
2009). Professional development, even in its broader form, is one factor in teachers’
professional identities. There are many other factors: personal lives, beliefs and values,
teachers’ networks, teachers’ daily lives, teachers’ interactions, teachers being teachers,
along with other factors that impact on teachers’ professional identities.

In broader educational contexts, the value of engaging in professional development
activities and its relationship with quality teaching is engrained in the nature of
teaching. However in EFL contexts, the literature focused on the notion of professional
development indicates the concept is yet to receive equal importance. While there is
little evidence to show a direct link between quality in teaching and professional
development with the concept of the professional identity of teachers, there is some
suggestion in the literature all three concepts share attributes that pursue the common
goal of developing effective and professional teaching practices.

The next chapter discusses the theoretical perspective that informs this study.
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Chapter 3:

THEORETICAL PERSPECTIVE

3.1 INTRODUCTION
Symbolic interactionism is the theoretical framework that informs this interpretative
study. This framework draws on traditions of philosophy and social psychology. It is
recognised that a number of research perspectives could be argued appropriate for
exploring professional identities: society is a complex phenomenon not easily defined
by one particular view (Cuff et al., 2006). Current literature on identity and professional
identity in English language teaching (ELT) contexts emerges largely from research
perspectives influenced by sociocultural approaches (Duff & Uchida, 1997; Coldron &
Smith, 1999; Norton, 2000; Agee, 2004; Lasky, 2005; Clarke, 2009; Ilieva, 2010).
However, in exploring the relationship between identity and the notion of the self,
common research themes are the role of context in the formation of identity and
interrelatedness between identity, the notion of self, and clarifying the use of an
appropriate theoretical perspective for exploring identity (Beijaard et al., 2004).
Symbolic interactionism’s appropriateness lies in its view that context and social
interactions within specific contexts are important to the process of self and negotiating
identity.

The previous chapter reviewed the recent literature on identity, characterised as
dynamic, context-specific and constructed through language. Individuals are comprised
of multiple identities that continually interact with each other through interpretations of
acts of social interaction. The chapter also reviewed the literature that identified factors
within an educational context considered influential on how teachers negotiate their
professional identities: the relationship between teachers and the concept of quality
teaching, and the importance of engaging in professional development in addressing
issues related to quality teaching.

This chapter begins with an overview of symbolic interactionism as a perspective,
characterised by a number of core ideas that emerged from Mead’s (1932; 1934) view
on human society that were developed into the pillars of symbolic interactionism by
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Blumer (1969). It then discusses core ideas of symbolic interacionism appropriate for
this study: the world of objects, notion of self and the process of interpretation.

Symbolic interactionism provides a framework for exploring the concept of professional
identity from the perspective of the individual rather than focusing on predetermined
attributes. In this chapter the case is made for the use of symbolic interactionism
because of its focus on context and the individual. It can thus be a valuable framework
in the study of identity in culturally and linguistically complex sites.

3.2 SYMBOLIC

INTERACTIONISM:

AN

ALTERNATIVE TO EXPLORING TEACHER

IDENTITY

3.2.1 INTRODUCTION
The fundamentals of symbolic interactionism as a perspective have been shaped by the
work of Mead (1932; 1934) who is acknowledged for his alternate views toward
understanding human society (Blumer, 1969; Charon, 2004). Blumer (1969) expanded
on Mead’s work to develop symbolic interactionism into a perspective with a
methodology to investigate and interpret the interactions of individuals in a social
context.

Because we live in a complex, industrialized society, and come from different
ethnic, racial, and social class backgrounds, it is unrealistic to think that we all share
the same sets of norms, beliefs, and values. People will often have competing and
conflicting beliefs rather than shared goals and interests. Instead of being the
product of consensus, organized behavior may be the result of self-interested
negotiations between two or more parties or the product of coercion on the part of
more powerful individuals.

Herman-Kinney’s observation reflects the appropriateness of symbolic interaction as a
suitable framework for this study: acknowledgement that social contexts are complex
entities that involve complex interactions between individuals and groups of
individuals. The context of a university in Japan that employs individuals with a range
of cultural and social attributes reflects Herman-Kinney’s intention that people within a
specific context carry conflicting beliefs and values, yet can function effectively as a
group. Symbolic interactionism provides greater scope to explore such complexity.
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While other perspectives have made significant contributions to our understanding of
the concept of identity, a noticeable absence from analysis of identity formation is the
notion of the self as a separate concept to identity (Herman-Kinney, 2003: p.708;
Beijaard et al., 2004). One of the fundamentals of symbolic interactionism is its
emphasis on the notion of self and its relationship to the concept of identity. The notion
of ‘self’ tends to be overlooked in the literature on teacher identity largely because ‘self’
and ‘identity’ can tend to be used interchangeably. Other perspectives imply that an
individual is a composite of multiple identities, a view shared by symbolic
interactionism. Symbolic interactionism further contends that behind the multiple
identities is the notion of ‘self’: a core entity that in many ways gives life to those
multiple identities. This study is limited to exploring the nature of professional
identities and not the nature of self. However, the distinction needs to be made that
symbolic interactionism views self and identity as two separate but related concepts.

3.2.2 THE EMERGENCE OF SYMBOLIC INTERACTIONISM
“Symbolic interactionism is a down-to-earth approach to the scientific study of
human group life and human conduct.”
(Blumer, 1969: p.47)

Symbolic interactionism is a perspective that emerged chiefly from the work of
American tradition of pragmatism, philosophy and social psychology (Fidishun, 2002;
Charon, 2004: p.28). It challenged ‘the mechanistic world view and dualistic
assumption of classic rationalism’ (Shalin, 1991: p.223). One of the most recognised
challengers was Mead (1932; 1934) who viewed ‘human group life’ as the essential
condition for the emergence of core attributes that characterise an individual. Blumer
(1969) identified the core attributes as consciousness, the mind, a world of objects,
human beings as organisms possessing selves, and human conduct in the form of
constructed acts. From these core attributes, Blumer (1969: p.6) proposed a number of
basic ideas or “root images” to frame human societies: human groups or societies, social
interaction, objects, the human being as an actor, human action, and the interconnection
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of the lines of action. Together, these root images represent the way in which symbolic
interactionism views ‘human society and conduct’.
Symbolic interactionism is used in this study to focus on the interactions of teachers
with objects in a specific context. Core to symbolic interactionist principles is a focus
on social interaction and meanings that result from the process of interpreting these
interactions. The significance of symbolic interactionism, according to Rosenberg and
Turner (1981), is that it places emphasis on researching ‘real-life events’, such as the
practice of teaching. Within an educational context, Hargreaves (1995: p.11) argues that
symbolic interactionism ‘helps clarify why teachers (and others) do what they do’ and
that ‘… it addresses the practical realities rather than holding people to perspectives
ideals or moral exhortation concerning human change and development’. Exploring the
identity of teachers who teach English in the context of this study lends itself well to the
principles of symbolic interactionism, due to the highly interactive nature of the context
that is rich in symbols: language, objects and social interactions.

3.2.3 CORE IDEAS OF SYMBOLIC INTERACTIONISM
As mentioned previously, symbolic interactionism emerged from the work of Mead
who viewed human society differently from the traditionally held views of his time.
Through his interpretation of Mead’s work of interpreting human society, Blumer
developed three premises that characterise the fundamentals of symbolic interactionism.
In his first of three premises, Blumer begins with the nature of meaning that human
beings hold towards things that are socially defined.
Human beings act toward things on the basis of the meanings that the things
have for them (Blumer, 1969: p.2).

According to Blumer, meaning is not implicit in humans at birth, instead emerges
through social interactions and interpretations of those interactions. Meaning is
established in communication (Mead, 1932). Blumer’s explanation illustrates a
divergence from “traditional approaches” to explain meaning. By “traditional”, Blumer
referred mainly to the fields of psychology and sociology, which were predominant at
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the time of his writing. From a psychological perspective, factors such as ‘attitudes and
conscious or unconscious motives’ were featured in attempts to understand human
conduct, while sociological perspectives relied on factors such as ‘social position, social
pressures and cultural prescriptions’ in its attempt to explain human conduct (Blumer,
1969: p.3). According to Blumer (1969: p.3), the meanings that things have for human
beings are central in their own right. That is, instead of focusing on factors that are
alleged to produce behaviour, meaning is the focus of analysis itself. The process of
meaning refers to the act of interpretation, which has implications on our understanding
of human beings, human action and human association (Blumer, 1969: p.79).
Blumer argues that other research traditions 6 bypass a focus on meaning. It is either
taken for granted and pushed aside as unimportant or it is regarded as a more neutral
link between the factors responsible for human behaviour and the product of such
factors (Blumer, 1969: p.3). According to Blumer, these perspectives are more
concerned with the behaviour of individuals and with the factors regarded as producing
the behaviour. However, while differences remain between symbolic interactionism and
other research traditions, similarities are becoming more common, such as both stress
the importance of language, the dynamic character of social and cultural life, and the
unstable relations of difference (Dunn, 1997: p.689).

The source of meaning emerges from social interactions between individuals and things
within social contexts and situations. Blumer’s (ibid: p.3) explanation of ‘things’, or
objects, reflects the down-to-earth nature of symbolic interactionism to include:
physical objects (such as classrooms, office space, textbooks), other human beings
(such as a wife, an officemate), categories of human beings (such as friends,
management, students, native English-speaking teachers of English, native Japanesespeaking teachers of English), institutions (such as university, government), guiding
ideals (such as individual independence, approach to teaching, university policy),
activities of others (such as demands from management or requests from colleagues),
6

Blumer (1969) does not specify the ‘other research traditions’ but Blumer was most probably referring

to perspectives from psychology and alternative perspectives emerging from within sociology of that
time.
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and situations individuals encounter in daily life (such as living in a foreign country,
meeting immigration requirements). Blumer’s description of objects informs the
research question and research design of this study.

The second premise refers to the source of meaning, acknowledging the importance of
social interaction in the process of constructing meaning.
Meaning arises out of the social interaction that one has with one’s fellows.
(Blumer, 1969: p.3)

The source of meaning, according to Blumer (1969), contrasts somewhat with other
views that either see meaning being intrinsic, emanating from the thing that involves no
process in formation of meaning, or meaning is a “psychical accretion”, represented by
psychological elements, such as feelings, ideas and memories, brought to things by
humans to explain the meaning of them. Symbolic interactionism, according to Blumer
(1969: p.4) takes a third view in which the source of meaning arises from the process of
interaction between people.
The meaning of a thing for a person grows out of the ways in which other
persons act toward the person with regard to the thing. (Blumer, 1969: p.4)

Meanings are creations that are formed in and through the defining activities of people
as they interact. From the viewpoint of symbolic interactionism, meaning is seen as a
social product. The teaching of English in higher education contexts in Japan is highly
an interactive activity. Its effectiveness lies in the processes of interactions not only in
the classroom, but also on a social level within the teaching context. As discussed in
chapter 1, relationships between teachers and students, for example, are often
significant factors that affect teaching practice and learning outcomes. It is the aim of
this study to explore the influence of such interactions on professional identities.

The third premise characterises symbolic interactionism’s uniqueness, advocating that
an interpretative process is core to an individual’s actions and use of meanings.

Meanings are handled in, and modified through, an interpretative process used
by the person dealing with the things he or she encounters. (Blumer, 1969: p.5)
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The process consists of two distinct steps: the first one being that individuals indicate to
themselves the things that have meaning, an internal process whereby they interact with
themselves, or put simply, talking to oneself (Charon, 2004). More than ‘an interplay of
psychological elements’, it is a process whereby individuals are communicating with
themselves. From this process of self-communication, the second step occurs when
interpretation becomes a matter of handling meanings. According to Blumer (1969:
p.5), ‘the actor selects, checks, suspends, regroups, and transforms the meanings in light
of the situation in which he is placed and the direction of his action’. It is a formative
process in which meanings are ‘used and revised as instruments for the guidance and
formation of action’. Self-communication makes it possible for individuals to see and
direct themselves (Charon, 2004: p.80). The importance placed on the interpretative
process used by individuals is relevant for this study’s aim of exploring how teachers
view themselves within a specific teaching context. Given the cultural complexity of the
teaching environment in this study and the highly interactive nature of the teaching
practised by the participants, it is appropriate to explore the meanings that emerge from
this process of interpretation, and their effect on the process of negotiating professional
identities.

3.2.4 THE WORLD OF OBJECTS
… in order to understand the action of people it is necessary to identify the
world of objects (Blumer, 1969: p.11)

Symbolic interactionism views that the concept of identity is comprised of interactions
with objects and interpretations of meaning of these interactions within social contexts
and situations. Objects are social creations, but the meanings objects have for
individuals vary depending on the social situation. In terms of this study, it is necessary
to identify and investigate the influence of these objects on the professional identities of
teachers of English in their world of teaching. Blumer (ibid) prefers the term ‘world’ to
environment or context because individuals could live and work in the same spatial
location, yet they may have different environments, live in their own worlds, because of
the difference in the meaning they assign to objects.
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Objects are described as anything that emerges out of a social process of mutual
indication that have the same meaning for a group or set of individuals, such as teachers
of English (Blumer, ibid: p.11). Individuals isolate, identify and catalogue objects when
they encounter them in social situations, constantly changing as they are defined and
redefined through interaction (Charon, 2004: p.48). According to Blumer (1969: p.2)
categories of objects include physical objects, other individuals, categories of human
beings, institutions, general ideas, activities of others and situations encountered in daily
life. Charon (2004: p.47) extends the list to include emotions, ideas and perspectives, an
individual’s past and future and an individual’s self. These broad categories of objects
inform the research questions and research design of this study (chapter 4) and they
provide the framework for analysis of the research findings (chapter 5).

Symbol is a category of objects that is applied to multiple situations considered
appropriate. As a class of objects, there is not only shared understanding of their
representation, but they also represent a process of communication between individuals
that involves interpretation and negotiation of meaning (Charon, 2004: p.48). In
symbolic interactionism, meaning is embedded in two root ideas: symbolic meaning
entails signification and intent (Hewitt, 2004: p.309). A book is an object that is socially
created, but a textbook may be a symbol of necessity or key to success for students, or it
may be a symbol of an approach to teaching that conflicts with the beliefs of a teacher.

Hewitt (2004: p.310) identifies three characteristics of symbols. The meaning of a
symbol is based on the agreement of a community of symbol users about what the
symbol stands for. The second is that symbols can be produced at will, regardless of
whether the things or events they signify are present, such as language. The third
characteristic is symbols form complex systems in which symbols stand for other
symbols. Symbols can be physical (textbooks, for example), actions (teaching) and
language. Language is an important object, a special kind of symbol (Blumer, 1969;
Charon, 2004; Hewitt, 2004). Language is a set of words, symbols that are written and
spoken used to describe acts and objects (Charon, 2004: p.52). It is a culturally
constructed and socially established system, made up of words that have meaning alone
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and also when combined with others in a standarised way (Hertzler, 1953: p.110). In the
context of this study, language is a significant and complex object. It symbolises, for
example, a means of communication, a skill that provides opportunity, a group of
people in terms of status and ethnicity, a measure for effective teaching practice and a
mechanism for control of information and knowledge. It is beyond the scope of this
study to explore in detail the nature of language and its relationship with professional
identities. However it is important to recognise language is one of many objects that
affect professional identities.

3.2.5 THE APPROPRIATENESS OF SYMBOLIC INTERACTIONISM
Symbolic interactionism is concerned with people, the meaning that people have
towards things, and that these meanings are subjected to a process of interpretation
within social contexts. Woods provides a convincing argument, claiming that:
… the emphasis is upon the construction of meanings and perspective, the
adaptation to circumstances, the management of interests in the ebb and flow of
countless interactions containing many ambiguities and conflicts, the strategies
devised to promote those interests, and the negotiation with others’ interests
that is a common feature of all teaching situations.’ (Woods, 1996: p.7)

Woods’ account of symbolic interaction reflects the complexity of social situations,
viewing symbolic interaction as a perspective that offers flexibility ‘to explore the
mysteries of social interaction’ in educational contexts. Woods was attracted to
symbolic interactionism because ‘it offered the kind of intellectual equipment needed to
explore some of the mysteries of social interaction in the school’ (Woods, 1996: p.7).

This study recognises that other research perspectives are equally suitable to explore the
concept of professional identity. Symbolic interaction, however, allows meanings to be
explored in the richness of the context: individuals hailing from broad cultural,
educational and personal backgrounds. If identity is formed through relationships and
interactions in a social context, a symbolic interactionist perspective is appropriate for
exploring the negotiating of identities of EFL teachers in a Japanese higher education
context. The nature of teaching English in higher education in Japan is highly
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interactive between students and colleagues within a context rich in symbols open to
complex processes of interaction and interpretation.

3.2.6 CRITICISMS OF SYMBOLIC INTERACTIONISM
Symbolic interactionism has changed considerably since its emergence as a perspective,
becoming fragmented at times as a result of conflict from different schools of thought
and interpretation (Fine, 1993). It, however, is not without its imperfections or its
critics, of which many emerged from within the perspective itself as well as from other
research traditions. The criticisms toward symbolic interactionism were more intense
earlier in its history than of late due to its perceived departure from scientific
methodology that was dominant at the time of its emergence. Criticisms emerged at a
time when qualitative research was seen to be unscientific, with positivist research
dominating approaches to research (Meltzer et al., 1975). Rogers (1973) accused
interactionists of examining human interaction in a vacuum, focusing on small-scale
face-to-face interaction, with little concern for its historical or social setting. Skidmore
(1975) found that interactionists failed to explain why people consistently chose to act
in given ways in certain situations. While the criticisms are valid, they were made at a
time when symbolic interactionism had barely established itself as a theoretical
perspective. There is an argument developing that the differences between symbolic
interactionism and other perspectives are narrowing (Dunn, 1997).

The criticism from within symbolic interactionism is characterised by the four main
schools of thought that have been identified under the umbrella of symbolic
interactionism: the Chicago school, the Iowa/Indiana school, ethnomethodology, and
dramaturgy. The differences are largely methodological, between preferences for more
humanistic, qualitative approaches to researching social interactions and those that were
more scientific and quantitative (Meltzer et al., 1975). Blumer (1969) argues the case
for a distinctive methodology in the study of human behavior that made modern society
more intelligible (Meltzer et al., 1975). Regardless of methodology or school of
thought, however, symbolic interactionism encompasses both a qualitative and
quantitative tradition, reflecting ‘an approach that strives to understand human behavior,
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not to predict and control it, nor to have more statistical knowledge of it’ (Musolf, 2003:
p.91).

Kuhn (1964) argued symbolic interactionism should reflect quantitative methodology,
stressing the importance of unity of method in all scientific disciplines. Reflecting on its
short history at the time, Kuhn (ibid) identified a number of problems that ‘stunted the
growth’ of symbolic interactionism and its acceptance by other research traditions as a
credible research perspective. One of the main issues was lack of scientific credibility,
which characterised the schism between the two schools. Kuhn attempted to elaborate
Mead’s view on social behaviorism in an effort to establish a theory of self that was
both testable and usable. Kuhn’s 20-point test to measure the self reflected the leaning
toward scientific quantitative methodology of exploring self.

On the concept of self, Kuhn labeled Mead’s explanation of his concepts of ‘I’ and ‘Me’
as ambiguous. Various points of views within symbolic interactionism, Kuhn argued,
proposed definitions of self that added to the ambiguity of the concept. He, however,
conceded the ambiguity of I and Me is only a problem if it is important to have a
singular definition. Furthermore, differences that may have existed earlier on are
becoming less of an issue with the rising popularity of mixed methodologies and a
blurring of core ideas associated with the two schools.

The main criticism from outside the perspective concerns symbolic interactionism’s
focus on the micro-level of society, its neglect or lack of the ability to explore at a
macro-societal structural level (Meltzer et al., 1975; Fine, 1993). It is neither
psychological enough because of its limited focus on human emotion, nor is it
sociological enough because of its perceived lack of concern for social structure
(Meltzer et al., 1975). Symbolic interactionism does not make great claims to uncover
the secrets of the mind or precise intentions of specific acts of social behaviour. It
attempts to look at individuals as social beings in a specific social context, such as this
study of teachers of English at a Japanese university. It is a perspective on human
behaviour and social life, and therefore whatever influences that behaviour or structures
particular aspects of social life, is an object of concern (Meltzer et al., 1975).
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According to Dunn (1997) there are critics who claim that symbolic interactionism
provides little indication of sources of meanings. While these criticisms are valid, they
were made not long after symbolic interactionism emerged as its own perspective and
had yet to fully utilise the way in which other perspectives have developed over the past
few decades. Dunn (1997) documents recent comparisons between symbolic
interactionism and other research traditions to illustrate narrowing differences and
shared fundamentals, such as importance of language. Likewise, Callero (2003) argues
that recent sociological approaches to self within a symbolic interactionist paradigm
reflect emphases on power, reflexivity, and social constructionism. Recent literature on
teachers’ professional identities provides evidence that symbolic interactionism has
survived the criticisms to prosper and prove it to be a suitable framework for this area of
research (Swann, 1987; Beijaard et al., 2000).

The focus of this study is exploring how professional identities are influenced by the
process of interpreting meaning that is created from interactions with objects within the
research context. The research is not focused on, for example, the influence of power,
the role of language in developing identities, or the significance of specific sociocultural
attributes that affect identity. This study aims to explore professional identities from the
perspective of the participants, which reflects the core ideas of symbolic interactionism,
or as Hargreaves (1995) explained, addresses the practical realities rather than holding
people to perspectives or ideals.

3.3 SYMBOLIC INTERACTIONISM AND THE CONCEPT OF SELF
Emphasising a distinction between self and identity is one of the main arguments
supporting the appropriateness of a symbolic interactionist framework for this research.
While the concept of self is found in sociology, psychology and philosophy, symbolic
interactionism’s focus on the concept of self differentiates it from other research
traditions when exploring how individuals negotiate identities within a given social
context. It would be prudent therefore to examine how symbolic interactionism
distinguishes the two concepts in order to demonstrate its saliency for this research.
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Within other research traditions, self is a consequence of power constructed through a
process of discourse (Callero, 2003: p.118). According to Foucault (1980; 1988), for
example, self is a direct consequence of power which can only be interpreted in terms of
historically specific systems of discourse. According to Vryan et. al. (2003),
postmodernists have replaced the self-concept with self-image, rejecting the notion that
self is core to individuals’ being, instead seeing only fragmentation. There is, however,
evidence of an emerging sociological understanding of self that draws on both symbolic
interactionism and postmodern themes centred on concepts of power, reflexivity and
social constructionism. Power is central to the postmodernist view. Reflexivity is core
to the Meadian tradition that provides an understanding of agency and political action.
Common to both views is social constructionism (Callero, 2003).

The discovery of self is described as a progressively intricate process of education in
gestures that transforms an individual from a “biologic individual” into a “minded self”
(Thayer, 1973). Thayer explains that this process is not done in isolation; instead, ‘the
discovery of self originates in and from social activities’. Thayer draws on Mead’s
(1934: p.134) discussion on the self as ‘a social structure that arises in social
experiences’. The discovery of self is the essential condition of intelligent behavior and
significant speech and that it is essential because humans require a centre or core for
conscious interactions in a social context (Thayer, 1973: p.195). Self is a social object
that arises out of social interaction, by which individuals come to see themselves as
objects of the environment through interaction with others (Charon, 2004).
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We learn
about the
objects that
exist in reality
When we use
these objects
they become
social objects
to us.

These social
objects
include:

Symbols, including
words, objects used as
symbols, and actions

Innumerable
objects in our
environment

Perspectives used as
guides in situations

Self

Figure 3.1: The location of self in the process of social interaction according to Charon

In Figure 3.1, Charon (2004: p.91) illustrates how the emergence of self is located in
relation to the process of social interaction and its placement relative to other social
objects that exist in a social environment. Charon views the social self as being central
to social life and the life of the individual from which individuals form an identity. In
terms of this study, self influences the process of negotiating professional identities. It is
important to note that the notion of self is not the focus of this study and discussion is
limited to only recognising its existence in the process of negotiating professional
identities.

Self is an object to itself …a cognitive object generated in acts of reflexive knowing
that joins self as knower and self as known in a single act of self-awareness (Weigert
& Gecas, 2003: p.267)

Weigert and Gecas’ remark builds on Mead’s conception of self that clearly
distinguishes it from the notion of identity. The literature on identity, in particular
teacher identity, often refers to self as identity, inferring no clear distinction between the
two concepts (Norton, 2000; Alsup, 2006; Wenger, 2008), and that self is often the
subject of a process of confused interpretation (Perinbanayagam, 2000). Weigert and
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Gecas (2003: p.268), however, make the distinction clear by claiming that ‘selves
generate categories of identities as functioning parts of institutions or social structures,
as role-identities or status-identities’. Identity emerges from the actions and
interpretation of actions of an individual’s self.

The self is the core of the individual whereas the identities are reflections of the self,
projected in a social context through social interactions with others. Rosenberg (1979 in
Charon, 1994: p.72) attempted to distinguish self from other comparative concepts, such
as Freud’s concept of ego:

It does not mean the real person or the productive person or the total person. It is
not the same as personality or identity, or the actor.
(Rosenberg, 1979; Charon, 2004)

Or as Weigert and Gecas (2003: p.268) simply state ‘selves account for identities, not
identities for selves’. The relevance to this study is acknowledging the existence of
multi-identities, but also the existence of self as a process that is core to the process of
identities. Identities emerge from interaction with specific social contexts while self
remains a constant source of values, beliefs and motivations that affect the process of
identities.

The symbolic interactionist perspective sees the self as emerging out of the mind, the
mind arising and developing out of social interaction, and patterned social interaction as
forming the basis of social structure (Stets & Burke, 2005). One view taken by symbolic
interactionists on identity is that the overall self is organised into multiple parts, or
identities, each of which is tied to aspects of a social structure. The identities are the
meaning one has as a group member, as role-holder, or as a person (Stets & Burke,
2005). This study explores the professional identities of teachers in a complex and
unique context, as discussed in chapter 1. The view of this research is that multiidentities comprise the professional identities of the teachers, but core to those identities
is self. As mentioned previously the scope of this research is not to explore the concept
of self, but the nature of professional identity, a contributor to the composition of self.
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3.4 INNER CONVERSATIONS: KEY CONCEPT OF AN INTERACTIONIST SELF
The self, as that which can be an object to itself, is essentially a social structure, and
it arises in social experience. After a self has arisen, it in a certain sense provides
for itself its social experiences, and so we can conceive of an absolutely solitary self.
But it is impossible to conceive of a self arising outside of social experience. When it
has arisen we can think of a person in solitary confinement…who still has himself as
a companion, and is able to think and to converse with himself as he had
communicated with others. That process… of responding to one’s self as another
responds to it, taking part in one’s own conversation with others, being aware of
what one is saying and using that awareness of what one is saying to determine what
one is going to say thereafter – that is a process with which we are all familiar.
(Mead, 1934: p.140)

Mead introduces two important points in his explanation of self: that self arises from
social interaction and the importance of conversing with oneself throughout the
interpretative process in being able to respond to others. Mead’s view of the concept of
self is developed through the process of inner conversations with oneself and the
process of role-taking of others (Van Krieken et al., 2006). As discussed in chapter 2,
the process of identity is reliant on interpretation of meaning from social interactions
(being a teacher of English, for example) within a social context (a university in Japan).
Individuals engage in this process of self-interpretation in order to make sense of the
world, or social situation, in which they find themselves. Am I as good as she? Why
didn’t that lesson work? Am I a lousy teacher?; and What do I need to do to fit in? are
questions teachers may attempt to answer in order to clarify their identities within a
specific social situation, such as a Japanese university. It is a process that compares and
contrasts, rejects and accepts in order to negotiate a position whereby individuals share
common attributes with other within the same social context. It is a discursive process
that occurs within the individual in order to create meaning that affects their identities
within a social context.

Similar to other research traditions informing recent studies on identity (for example,
Norton Peirce, 1995; Tsui, 2007), symbolic interactionists view identity as being
constructed solely by discursive means. As Perinbanayagam (2000: p.7) remarks,
humans are inescapably discursive creatures. Symbolic interactionists also see identity
from the notion of role-taking behaviour that is internalised through a symbolic process,
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taking place reflexively in the self (Dunn, 1997). The concept of self is built on one’s
relations with others. Or put another way, self reflects society (Stryker, 1980). On the
basis of this interpretation, the individual will respond to the action of the other (Van
Krieken et al., 2006). Social life can proceed only if the meaning of symbols is largely
shared by members of society (Van Krieken et al., 2006).

As members of a society, individuals are able to see themselves as others see them, but
to do this, they must observe themselves from the standpoint of others (Van Krieken et
al., 2006). Subsequently they take on the role of others they themselves observe and
become aware of the views of themselves that others build – cooperative action (Van
Krieken et al., 2006). This form of human interaction can be seen as a continuous
process of interpretation with each taking the role of the other (Van Krieken et al., ibid).
If there is no awareness of self then an individual is unable to converse. Whereas an
awareness of self allows an individual to converse that leads to direct own action by
thought and deliberation. Individuals can set goals for themselves, plan future action
and consider the consequences of alternative courses of action (Blumer, 1969). It raises
awareness of the individual’s self within a social context.

By individuals placing themselves in the position of others they are able to look back on
themselves. Self only develops if individuals can get outside themselves in such a way
they become an object to themselves (Van Krieken et al., 2006). In this study, the
process of inner conversation and placing oneself in the role of others are two of many
factors that influence the process of negotiating a professional identity.

3.5 SYMBOLIC INTERACTION AND ITS CONCEPT OF IDENTITY
Selves live, identities are.
(Weigert & Gecas, 2003: p.268)
In chapter 2, the concept of identity, along with teacher and professional identity, was
shown to have been explored largely from other research traditions and perspectives
(Dunn, 1997) that view identity of individuals to be constructed largely through
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discourse. The concept of identity is revisited in this section as viewed by symbolic
interactionism, a perspective that acknowledges the importance of language in human
society, but also views the process of interpreting meaning as equally important. It is a
concept that shares a number of common attributes related to an understanding of the
concept of identity as identified by other perspectives, the importance of language in the
formation of identity and the view that individuals possess multiple identities being the
main links. Identity from a symbolic interactionist position, however, also
acknowledges the presence of self and role of social interaction in the process of
identity formation. Identities are not created by individuals in solitude; instead through
interactions with others. They are created in connection with social institutions along
with the language or discourse associated with them (Danielewicz, 2001).

The concept of identity was never directly addressed by the likes of Mead and Blumer;
instead their works laid the foundations for identity to be explored within a symbolic
interactionist framework (Vryan et al., 2003). From the perspective of symbolic
interactionism, identity is a social conception, indicating a specific location within some
form of social structure (Stone, 1962). Identity is a lifelong transformation process
(Strauss, 1959). Vryan et. al. (2003) draw on Stone (1962: p.93) for a suitable working
definition in their discussion on identity:

… identity establishes what and where the person is in social terms. It is not a
substitute word for “self”. Instead when one has identity, he is situated – that is,
cast in the shape of a social object by the acknowledgement of his participation or
membership in social relations.

Stone’s definition of identity highlights two important attributes: the differentiation
between self and identity, and its emphasis on social interaction. Stone emphasises
social relationsships and participation within a social context in relation to the
development of identity. Identity is the aspect of self most public, but they are not one
and the same (Vryan et al., 2003). This is an important point of distinction: where others
view identity and self as the same, Stone draws a clear line between the two. Within the
symbolic interactionist framework, self is what is and identity is the public face of that
self. Identity indicates specific location within some form of social structure (Vryan et
al., 2003). In terms of this present study, the public face is the teacher of English.
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A point of entry for exploring the concept of identity is what symbolic interactionists
see as the three fundamental identities that are components of self: situational, social
and personal (Vryan et al., 2003), as illustrated diagrammatically in Figure 3.2.
Individuals are comprised of multiple identities, shaped by interactions within a given
social context. Vryan et. al. have identified three identity categories. However, the
complexity of identity suggests that it is neither one nor another, but a complex
composition that draws on some or all three of the identities. Thus this thesis places
professional identity in the middle, drawing on the other three identities for its structure
and defining characteristics.

SITUATIONAL
IDENTITY

PROFESSIONAL
IDENTITY

SOCIAL
IDENTITY

PERSONAL
IDENTITY

Figure 3.2: The relationship of professional
identity to the three identities defined in symbolic
interactionism

Situational and social identities emerge from joint behavior and meaning-making with
ourselves and others, while personal identity emerges from the construction of unique
self-narratives (Vryan et al., 2003). Social and personal identities are trans-situational
whereas situational identity changes with every new situation, constrained by cultural
norms. All identities are dependent on mutual recognition by the individuals themselves
and by others. It is through the dynamic interaction of these three identities that the
individual gives professional identity its form which, for teachers of English, is the most
publ ic or most visible of the identities. As a concept, identity is overarching, comprised
of the three different categories according to context.
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Professional identity is what others perceive and what the individual lets others see
within the context of social interaction. It does not exist independently, but it is
continually interacting with the other three in order to adapt to and accommodate the
context in which the individual is active. The three identities (situational, social and
personal) inform the development of this study’s research design (as discussed in
chapter 4), but terms identity and professional identity are used for coherence in
discussing the findings of this study.

3.6 CHAPTER SUMMARY
This chapter outlined the symbolic interactionist framework guiding this research into
how teachers of English

negotiate their

professional

identities.

Influenced

predominantly by Mead’s work on the relationship between self and society (1934) and
Blumer’s (1969) interpretation and development of Mead’s ideas, symbolic
interactionism offers the opportunity to explore teachers of English from a perspective
that addresses all of human conduct without discrimination against culture (HermanKinney, 2003).

Explaining the notion of teacher refers to an identity individuals possess amongst many
identities. An individual is not purely one identity, instead a collage of many,
determined by context or environment and defined by language within the social
context that they are socially active with others. Symbolic interactionism is appropriate
for exploring the professional identities of teachers of English given its emphasis on
interpreting the actions and meanings of individuals through social interactions.

While the notion of teachers’ professional identities in EFL contexts is gaining
increased attention in the literature, few approach the concept of professional identity
from the perspective of its relationship with the process of professional development.
The appropriateness of symbolic interactionism to explore teachers’ professional
identities was argued given that the role of a teacher of English in Japan is imbued in a
teaching context that is rich in social interaction within an education system built on
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traditions of hierarchy and symbolism. Symbolic interactionism provides an opportunity
to explore a concept through an alternative analytical lens with the aim of deepening our
understanding of the complexities that characterise the notion of identity. And while
other research traditions have dominated the research on identity, viewing it as
fragmented and interchangeable with the notion of self, this thesis takes the symbolic
interactionist view that identity is distinctly different to self.

Symbolic interactionism views the self as a process. Blumer (1969: p.62) viewed this
process as ‘an object of an individual’s own actions’ and that ‘identities arise at the
intersection of symbolic behaviour and social organization’. It is this intersection that
provides the context of this research: at what point do individuals declare they are
teachers, they become teachers, and they are accepted by others as teachers? The notion
of becoming a teacher implies a process or happening, but not necessarily an end or
completion stage. And like self, the process of becoming a teacher takes place in the
foreground of the individual unseen by others. It is a process that echoes symbolic
interactionism’s emphasis on the process of interpretation by an individual to create
meaning within a social context.

There are so many social and historical issues currently impacting on Japanese
education: modernisation/internationalisation of the education system, redefining the
purpose and value of English language education, issues of local and foreign teachers,
and motivating students. Symbolic interactionism provides the way to begin from the
objects and events that participants make meaning of on a daily basis and in which they
invest the meanings of their lives. Through this approach, best sense can be made of a
complex situation. Symbolic interactionism provides an appropriate framework for
methodology suitable for the complex and unique ELT teaching contexts in Japan. The
following chapter discusses the research design chosen for this study, drawing on the
core ideas of symbolic interactionism.

83

Chapter 4:

METHODOLOGY AND RESEARCH DESIGN

4.1 INTRODUCTION
This chapter introduces the methodology informing this study. Methodology is a
particular social-scientific discourse that occupies a middle ground between discussions
of method (procedures, techniques) and discussions of issues in the philosophy of social
science (Schwandt, 2007). According to Punch (2005), it situates the researcher in the
empirical world, connecting the research question to the data, and it raises some rather
pertinent questions relevant to the choice of research design. In choosing the most
appropriate research design, the nature of the problem weighs heavily on the decision
process. Specific approaches to research are determined by the social research problems
that are being investigated (Creswell, 2003). Quantitative research tends to lend itself to
methods that distance the researcher from the subject in the name of greater objectivity
and balance in findings and analysis, whereas qualitative design tends to indicate a more
‘get in and get wet’ approach to design where the researcher gets closer, and in some
cases, personal with the subject (Bryman & Burgess, 1999). It involves an
interpretative, naturalistic approach (Mertens, 2005), which seems appropriate for a
study in which the researcher as an insider sets out to explore how teachers of English
in a higher education context in Japan negotiate their professional identities.

In the true spirit of a constructivist paradigm, and following the traditions of
ethnographic methodology that characterises many studies that are guided by symbolic
interactionism, I definitely ‘got in and got wet’ in engaging with the participants and the
context in which they were being engaged, exploring their perspective of what it means
to be a teacher of English.

4.2 EXPLORING THE TEACHER FROM A DIFFERENT PERSPECTIVE
As discussed in chapter 2, the literature on the concept of teacher professional identity is
primarily located in a sociocultural paradigm, focusing on specific attributes that
influence the negotiation of professional identity, such as gender, ethnicity, or language.
Chapter 3 argued that symbolic interactionism is appropriate for exploring the concept
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of professional identities because of its view that the human world is symbolically
constructed, socially constructed, and emergent (Hewitt, 2003: p.324). It is a ‘down-toearth approach to the scientific study of human group life and human conduct’ (Blumer,
1969: p.50). It provides a useful tool through which the understanding of the concept of
a teacher and, in particular, a teacher of English, can be broadened given the social and
cultural complexities that characterise English language teaching at universities in
Japan. In terms of this study, symbolic interactionism is used to guide this qualitative
study, focusing on those attributes and activities, or what symbolic interaction refers to
as objects, that contribute to the negotiation of professional identities of teachers of
English at a university in Japan.

The ontological view that underpins this study is that reality is socially constructed. The
study attempts to construct social meaning from context. My involvement and
interaction with the participants in daily work-related collaboration, exemplifies the
constructivist notion that the ‘inquirer and the inquired-into are interlocked in an
interactive process’ (Mertens, 2005: p.14). In the spirit of ethnographic research, as a
colleague as well as researcher, I was fully immersed in the context, interacting with the
participants and the other individuals within the context, actively participating in related
activities, learning the ways of those I was studying, and being active in the
communication processes that existed within the context.

4.3 RESEARCH QUESTIONS
The research questions informing this study were developed from three main sources
that informed this research: core ideas of symbolic interactionism (for example, Mead,
1934; Blumer, 1969; Vryan et al., 2003; Charon, 2004), discussions in the literature of
factors that influence professional identities (for example, Beijaard et al., 2000; Gee,
2000; Norton, 2000; Beijaard et al., 2004; Clarke, 2009) and my research journal that
contained notes of observations from the context of the study and personal experiences
as a teacher of English.
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Core ideas of
symbolic
interactionism ( eg.
Mead, 1934;
Blumer,
1969;Yylan et. al.,
2004)
Research questions
and interview
questions
Literature review
(eg.Gee, 2000;
Norton, 2000;
Beijaard et.al.
2000, 2004)

Notes from
research journal of
personal
experiences and
observations as a
teacher of English

Figure 4.1: Sources that informed development of research questions and interview questions

As discussed in chapter 3, objects and symbols emerge from social interaction and they
are the sources for interpretation of meaning, communication and representation
(Charon, 2004: p.48). Blumer (1969: p.10-11) refers to the concepts of objects as
‘anything that can be indicated, anything that is pointed to or referred to’, classified into
physical objects (office space, clothing, textbooks, for example), social objects
(interactions between teachers and students, colleagues and others), and abstract objects
(interpretation of professional notions, such as professional development, quality
teaching, teaching beliefs and values, for example). In Blumer’s eyes, these are the
things that consist of meaning for individuals: ‘the meaning sets the way in which he
sees the object, the way in which he is prepared to act towards it, and the way in which
he is ready to talk about it’ (Blumer, 1969: p.11).

The literature discusses many factors that influence professional identities of teachers.
Significant to this study are those discussions on quality teaching (Darling-Hammond,
2000; McArdle & Coutts, 2003; Ministerial Council on Education, 2003; Training and
Development Agency for Schools (TDA), 2007; Connell, 2009), the importance of
qualifications and experience (Hattie 2003, 2004), the role of professional development
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(Howe, 2006; Fraser et al., 2007; Lamote & Engels, 2010), contextual factors (Boote,
2006), and the influence of others (Bailey et al., 2001; Arnon & Reichel, 2007). The
themes and issues discussed in the literature provided the foundations that informed
development of both research questions and the interview questions.

Personal experiences as a teacher of English informed the questions developed and used
during the interviews (see Appendix A). The questions draw on years of observations as
a teacher through activities and routines, and interactions with social objects that were
common to the context and the practise of teaching English within the language centre:
participating in meetings, teaching classes, using textbooks and equipment, and the
position of offices are some examples of social objects that informed the development
of interview questions.

Informed by these main sources, the following research questions guided the study:

1. What is the nature of the professional identities of English language teachers
in a Japanese university?

2. How do teachers of English negotiate and manage their professional
identities given the changing nature of the higher education system in
Japan?

2a. What ‘objects’ affect the process of negotiating professional
identities of English teachers at a Japanese university?
2b. What activities are teachers of English involved in that affect
negotiating their professional identities?

3. What is the value of notions of professional identities for teachers of
English in Japan?

The questions are not designed to critique teachers or their practice of teaching, nor are
they designed to paint a definitive picture of a typical EFL teacher in Japan. The
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primary purpose of the questions is to identify those objects and activities that are used
to negotiate professional identities of teachers of English in a particular context.

It was expected that not all teachers would respond the same, nor would it be easy to
categorise them into predefined groupings. The questions do, however, represent an
assumption that the topics of the questions are considered to be important, though not
exclusive, points of departure in exploring how teachers negotiate their professional
identities.

An obvious point of departure for a study into professional identities in a complex
cultural context, such as a language centre in a Japanese university, is the cultural divide
between Japanese and non-Japanese teachers. The focus of this study, however, is not
on a comparative study of teachers of English (Japanese teacher versus foreign teacher),
but on the professional identities of teachers of English or on specific attributes that
affect identity, such as cultural background, and language. These attributes are often a
major consideration in the process of seeking and obtaining employment in Japan,
however for the purpose of this study, they are a few of many attributes that affect
professional identity. As discussed in chapter 1, the view of this thesis is to explore the
professional identities of the teachers holistically rather than focusing on any specific
factor. The research questions reflect this view.

4.4 CONTEXT
There are approximately 726 universities in Japan, with almost three quarters being
classified as private. Makuhari University 7, the university chosen for this study, was
founded in 1943 and it has become one of the largest private universities in Japan,
comprised of a number of campuses located throughout the country. It ranks eighteenth
amongst all universities in Japan (4icu.org, 2010). Common to many private companies
involved in the business of education in Japan, Makuhari University belongs to the
Makuhari Education System (MES), which encompasses education facilities at all levels

7

Pseudonym
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of education in addition to research institutes and teaching hospitals within its
organisational structure, as illustrated in Figure 4.2.

PRIMARY

SECONDARY

LEVEL

LEVEL

TERTIARY
LEVEL

Junior Colleges

Kindergarten &
Elementary
schools

Senior High
Schools
Junior High
schools

University
campuses
includes research
institutions &
training hospitals

Figure 4.2: A structural overview of the Makuhari Education System (MES)

The campus chosen for this study is located in the prefecture of Kanagawa. It is a wellestablished institution, offering majors in traditional sciences, arts and humanities. It
had a student population of approximately 25,000 at the time of this study. As a private
university, the fees charged are considerably higher than for those at public universities.
However, there is no correlation between the level of tuition and the socio-economic
backgrounds of the students, with students from all levels comprising the on-campus
population. All students, irrespective of their majors, are required to take a course of
English language classes in the first two years of study.

Makuhari University is representative of the large, well-established, private universities
offering courses across a range of disciplines. It employs over 200 foreign teachers and
Japanese teachers on full-time or part-time basis, like many higher education
institutions in Japan.
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The temporary nature of employment within this context lends itself to a ‘hit or miss’
approach to effective or good teaching practices, effective professional development for
teachers and positive learning experiences and outcomes for students.

All compulsory English language classes are coordinated and administered by the
university’s foreign language centre, which is responsible for developing and delivering
both the required and elective English language classes. 8.

All students are required in their first two years to take a minimum number of English
language classes that focussing on receptive skills (listening and reading), taught mostly
by native Japanese-speaking teachers and on productive skills (speaking and writing)
taught mostly by native English-speaking teachers. In addition to the required classes,
students have the opportunity to take elective classes, designed to build on and further
develop their language skills in English.

At the time of this study, there were 48 full-time teachers (26 foreign and 22 Japanese)
and approximately 100 foreign and Japanese part-time teachers. Full-time teachers work
a four-day week and are required to teach eight 90-minute classes per week. Foreign
teachers are usually employed on fixed-term contracts for a maximum of six years, after
which they are required to leave the employment of the university. The Japanese
teachers are usually given a tenured position, which, in most cases, ensures employment
until retirement. Full-time teachers are also obliged to participate actively in committee
and administrative work. In addition to teaching, full-time teachers are involved in
curriculum development, developing common assessment materials and other key
administration tasks related to delivering language courses within the foreign language
centre. They have the opportunity to undertake research related to their teaching, and to
pedagogical or other research interests.

Part-time status, by definition, means being employed for fewer hours, and without
many paid benefits such as holidays or welfare, than those enjoyed by full-time
8

Japanese teacher refers to individuals who are Japanese nationals and whose first language is Japanese.
Foreign language teacher refers to individuals whose country of origin is not Japan and whose first
language is not Japanese.
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teachers. In reality, workloads can be greater than those of full-time teachers due to the
opportunity to earn more money, usually at multiple locations. The number of classes
taught by part-time teachers is determined by student demand. Generally, the university
employs part-time teachers for a standard four classes per week. However, most parttime teachers request additional classes to maximise earning potential as they are paid
on a per-class basis. This workload can impact on the quality of their preparation and
teaching. Opportunities to engage in activities of professional development and research
are limited, raising concerns about effective learning experiences and outcomes for the
students.

4.5 THE PARTICIPANTS
For the purpose of this study, the teachers invited to take part were those who were
teaching required English language classes to first and second year students. Students
generally base their decisions to continue their English language education on
experiences in these required classes. If there is ever a serious focus on addressing the
issue of effective curriculum development and good teaching, it is within the context of
required classes where this would or should begin. It was for these reasons that the
teachers assigned to required classes were chosen as the target group.

4.5.1 SAMPLING
Purposeful sampling within the above group (Patton, 2002) was used in selecting
suitable participants for the study, not for its ability to represent, but for its relevance to
the research question, analytical framework, and explanation developed in the research
(Schwandt, 2007). Purposeful sampling allows the research to take account of local
conditions, local mutual shaping and local values (Lincoln & Guba, 1985). Silverman
(1999) advises that in selecting purposive sampling, there is a need to think critically
about the parameters of the population being studied and carefully choose the sample on
this basis. Blumer (1969: p.41) suggests that participants should be those who ‘are acute
observers and who are well informed’. Additionally, the issue of availability of all
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parties involved in this study made purposeful sampling an appropriate choice for this
study.

One of the advantages of adopting purposive sampling, and a strength of qualitative
research, is that it allows for greater flexibility (Silverman, 1999), such as where there is
a need to seek out new participants due to attrition or unforeseen circumstances. One
participant requested data not to be used as it was considered to be too sensitive. The
participant also felt that the information would make it easy for others to easily identify
this person. Fortunately, the teacher was reassured that the data would not be used in a
way that could compromise confidentiality. Furthermore, it was reiterated that the
objective of the research was not to collect criticisms of work practices of individuals or
institutions, but instead to explore those attributes that contribute to the negotiation of
professional identities. This episode highlighted the issue of developing trust in a study
that intimately connects the researcher with the subject. The ultimate credibility of the
outcomes depends upon the extent to which trust has been established (Lincoln & Guba,
1985).

4.5.2 SELECTING PARTICIPANTS
In their fieldwork research, Finch and Mason (1999) discussed their concerns with
regard to choosing good informants. They faced a dilemma where their notion of
finding a person interesting to listen to influenced their choice of whether to include the
participant: those who know me, or know of me as opposed to those who are reluctant
to participate because they don't know me or know me that well. Those who choose to
participate may do so because they have a similar interest in research and may
sympathise with my efforts to do research. The level of bias needs to be carefully
monitored and controlled.

After accepting the offer to work at Makuhari University, and knowing that I would use
the context of the university for my research, I took the decision from the beginning to
limit my personal interaction with other staff in order to minimise any effect of bias or
concerns choosing participants as described by Finch and Mason (1999). In the course
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of my time at Makuhari University, I became acquainted with all members of staff,
providing the opportunity to choose those with whom I may have bonded more closely.
However, the teachers for this research were chosen chiefly due to their availability.
Despite being able to choose from 48 full-time teachers and over 100 part-time teachers,
finding participants who were willing to meet once or twice for about one to two hours
at a time was quite a challenge.

The purpose of this research is not to provide a generalisation of those who teach
English in Japan. However, a balanced number of participants from both full-time and
part-time teachers of native English-speaking

and

native Japanese-speaking

backgrounds was invited, made to represent the staffing composition of the language
centre. The teachers chosen were those who had the time to participate and, to a lesser
extent, those who were considered to be ‘acute observers’ within the context, and who
were well informed (Blumer, 1969: p.41).

Face-to-face invitations were used rather than more traditional methods such as letters
of invitation. Time is a finite resource for teachers in this context and for potential
teachers to take the time to read a letter of invitation placed in their mailboxes and to
take the time to respond, was placed low in terms of priority. A crude experiment was
carried out in an attempt to contradict my belief by issuing 39 letters of invitation to a
selection of both part-time and full-time teachers of English within the foreign language
centre. The resulting response rate was zero percent.

Approaching potential participants proved far more successful, possibly because of the
power of personal interaction. Not being able to say ‘no’ to someone face-to-face is
much more difficult than ignoring a letter of invitation. This is not to say the
participants who committed to the study were under any duress to participate, but the
meeting gave an opportunity to ‘break the ice’ by way of introduction, explaining in
more depth the intention and purpose of the study, and the opportunity for the
participant to respond and raise concerns or questions that could be effectively
addressed. There were four full-time teachers approached who initially indicated their
intention to participate, but who withdrew at a later date due to heavy committee
93

commitments. In contrast, one full-time teacher who did take part in the study did so
because she learnt of the study from another participant and wanted to take part because
of her personal interest in, and commitment to, teacher development.
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Table 4.1: Teachers' years of teaching experience
PARTICIPATING
TEACHERS

CURRENT
EMPLOYMENT
STATUS

TOTAL NUMBER OF

TOTAL NUMBER

YEARS AT

YEARS SPENT IN
JAPAN

YEARS SPENT
TEACHING

CURRENT
UNIVERSITY

Alice

Full-time

12

12

6

Brad

Full-time

11

11

6

Chloe

Full-time

11

11

2

Daryl

Full-time

14.5

14.5

4

Eunice

Full-time

10

10

4

Atsushi

Full-time

n/a

7

2

Ichiko

Full-time

n/a

3.5

2 months

Umi

Full-time

n/a

28

26

Etsuko

Full-time

n/a

9.5

1.5

Orika

Full-time

n/a

15

2

Jenny

Part-time

7

7

6 months

Barry

Part-time

12

12

4

Tommy

Part-time

13

13

4

Yuuka

Part-time

n/a

5

2

Pseudonyms were used to maintain confidentiality. The names chosen were purposely
chosen to reflect the participants’ ethnicity. The willingness of the teachers to
participate in the study was a major concern. As this study is an individual project and
not directly work related, they may have felt no compulsion or desire to be involved in
something that may appear to have no real or tangible benefits for themselves. The
decision to participate or not was not seen as a reflection on teachers’ professionalism.
Table 4.2: Proposed and actual number of teachers in the study
TEACHERS
Foreign teachers

FULL TIME
(PROPOSED)
5

FULL TIME
(ACTUAL)
5

PART TIME
(PROPOSED)
5

PART TIME
(ACTUAL)
3

Japanese teachers

5

5

5

1

There were two categories in the selection criteria for participants: ethnicity and
employment status, because this seemed to represent the overall composition of teachers
employed by the language centre. As shown in Table 4.2, five from each category were
invited to participate initially, but logistical difficulties, chiefly associated with
availability, and willingness to commit to participating, limited the involvement of parttime teachers. Ultimately, fourteen teachers (ten full-time and four part-time) were
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invited to participate. Many teachers who were invited to participate showed no interest
in being involved. The most common reasons for not participating concerned limited
available time or total lack of interest.

During the process of sampling participants, it was interesting to observe that of the 22
full-time foreigners teachers on staff, of whom 18 were male, three of the five teachers
were female. Likewise, of the full-time Japanese teachers only one male was willing to
take part in the study out of total of 13 males and 13 females on staff. One explanation
could be that those who were approached were heavily involved in committee work,
leaving little time to commit despite a willingness to do so. Another explanation may be
a sense of being threatened by the fact that a male colleague was prying beyond a
comfort zone of collegial association. The relevance of the study had little value to
those approached and therefore becoming involved was not mutually attractive or of
recognisable benefit.

This highlights a paradox in EFL teaching in Japan that makes researching teachers a
challenge. It is not uncommon for those who take the profession seriously, to feel the
need to engage in a process of evaluation and inquiry in an effort to improve teaching
practices. However, limited access to willing participants makes it difficult to obtain
effective data on which to base further development or innovation in teaching and
curriculum design. Another factor limiting more depth to research in this particular field
is the temporary nature of employment. Foreign teachers are generally employed on
short-term contracts and therefore have little chance or little motivation to be involved
in detailed research studies. Furthermore, their relatively temporary status generally
excludes them from participating in any administrative activities, which chiefly involve
only Japanese teachers. Likewise, although Japanese teachers working full-time are
usually employed indefinitely, administrative duties, such as class streaming and
designing common test materials, restrict their availability to, or participation in,
research projects such as this.

4.5.3 THE RELATIONSHIP BETWEEN PARTICIPANTS AND RESEARCHER
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Educational research is generally undertaken by people who have a history of
involvement in the field of education in a capacity other than that of researcher (Radnor,
2002: p. 30). This study was no exception. As researcher, I invited the participants to
the study as teachers of English. However, as a teacher within the context of this study,
I had formed professional relationships with all of the participants prior to the study. It
is this connection that I had with the participants that made it possible not only to have
the participants agree to participate, but also for the participants to trust me enough to
open up and provide data that in some cases is highly sensitive and personal, and which
normally would not be shared with colleagues in a work-related context.

4.6 DATA COLLECTION
Symbolic interactionism tends to take quite a liberal view of exploratory inquiry
techniques (Blumer, 1969: p.41), using ‘any ethically allowable procedure that offers a
likely possibility of getting a clearer picture of what is going on in the area of social
life’. In terms of this present study, the area of social life to which Blumer refers is
focused on a group of teachers of English at a university in Japan. The interpretative
nature of this research places emphasis on these participants telling their stories
(Macdonald et al., 2002). According to Connelly and Clandinin (1999: p.4), teachers’
professional identities are viewed in terms of “stories to live by”. The stories provide a
narrative thread that teachers draw on to make sense of their experience and themselves.
The type of data collected for this study were responses to interview questions designed
to explore the objects that influence the participants’ professional identities as teachers
of English.

As discussed in chapter 2, many factors affect the process of negotiating professional
identities, such as experiences with teacher education, classroom management, teaching
context, and individuals within education and from personal contexts (Bamburg, 1991;
Coldron & Smith, 1999; Connelly & Clandinin, 1999; Beijaard et al., 2004; Søreide,
2006; Watson, 2006). Drawing on these areas of focus within the literature, semistructured interview questions inquired about the participants’ motivations for choosing
teaching, perceptions towards context, involvement in professional development
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activities, and experiences of collaboration with colleagues (see Appendix A). While the
categories of the questions remained the same for all participants, some questions were
reworded, replaced or omitted depending on each individual participant. Questions
relating to time spent in Japan, for example, were redundant for the Japanese
participants. Instead, they were asked parallel questions about time spent in other
countries, such as, ‘How did your experience of living in the US influence you as a
teacher?’

The interview questions were designed to provide answers to the research questions
guiding this study.

4.6.1 AN ISSUE WITH OBSERVATION
A series of observations of the participants teaching was considered in the original, but
final design. Participants were concerned of the disruption an observer may have on the
management and conduct of their classes. Therefore in order to respect their concerns,
observations of the participants teaching was not included in the research design.

Rather than observe the teachers in a specific context, such as, teaching in the
classroom, the teachers were observed within the context of the language centre,
interacting formally and informally. Notes were made in my research journal and used
to inform the development of the interview questions. Interactions observed included
the participants’ involvement in monthly staff meetings, formal and informal
interactions with colleagues and students and activities beyond the classroom, such as
publishing in journals or attending conferences. The observation notes provided useful
contextual information that guided the interview process. Furthermore, as a researcher
in education, I brought to this study and was influenced by informal, personal and tacit
theory about education (Radnor, 2002: p.30).

4.6.2 THE INTERVIEWS
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Research interviews have been defined as conversations between two people, initiated
by the interviewer with the specific purpose of obtaining information relevant to
researching social contexts (Cannell & Kahn, 1968; Kvale, 1996; Radnor, 2002). The
purpose of interviews is to obtain qualitative descriptions of the world of the subject
with respect to interpretation of meaning (Kvale, 1996: p.124) and yield direct
quotations from people about their experiences, opinions, feelings and knowledge
(Patton, 2002: p.4). This study was about exploring how participants negotiated their
professional identities through their experiences and perspectives. To explore the
identities of non-native speaker teachers of English, Jenkins (2005) used an in-depth
interview method, arguing that it enabled her “to enter in an emphatic way, the lived
experience of the person or group being studied” (McLeod, 1994 cited in Jenkins, 2005:
p.535). Interviews also provide insights, which would not only be revealing, but
invaluable in helping to determine the precise direction of research. Data from the
interviews were supplemented with notes from a research journal kept throughout the
research period.

This study adopted a process of interviews to explore how teachers of English negotiate
their professional identities by exploring objects associated with being a teacher and the
meaning they hold for the participants as teachers of English. Objects, as discussed in
chapter 3, include anything physical, abstract or social that holds meaning for
individuals, a core idea of symbolic interactionism. The interviews covered broad topic
areas representing objects that participants interpret as meaningful as teachers of
English. The interviews were semi-structured, conducted entirely in English for two
main reasons. First, despite living eight years in Japan, at the time of the study, I lacked
the language skills to conduct the interviews in Japanese. Secondly, it could have been
possible to employ translators to assist with interviewing. Many of the Japanese
teachers, however, who were approached, but were reluctant to participate because they
uncomfortable being interviewed in English, felt equally uncomfortable to conduct an
interview through a translator because it involved a third party.

The interview questions (refer to Appendix A) explored professional identity, and
personal experiences and observations as a teacher of English within the research
99

context (Figure 4.1). The core of professional identity is comprised of beliefs about
teaching and what it means to be a teacher (Walkington, 2005). Questions related to
experiences (learning and teaching) were informed by reflections on my own personal
experiences as a teacher of English and their influences on how I viewed myself as a
teacher.

Interviews were recorded using a digital recorder, which were saved as mp3 files and
uploaded to my computer for safe storage, with additional copies burnt to compact disc.
Data were collected over a period of three academic semesters, spanning two
consecutive academic years (September 2007-March 2008; April 2008-July 2008;
September 2008-March 2009). The total time of each interview was approximately twoand-a-half hours. Transcripts of each interview were saved as a Microsoft Word file
with copies being stored in a dedicated email account, as well as being burnt to compact
disc, also for safe keeping. Hard copies of the transcripts were produced for the analysis
phase of the study. A record of the interviews was burnt to compact discs as a form of
backup in the event of the digital files becoming corrupted, lost or otherwise
inaccessible.
Table 4.3: Participant information: Number of interview sessions
PARTICIPANTS

NUMBER OF

PARTICIPANTS

NUMBER OF

MEETINGS

MEETINGS

Alice

4

Umi

3

Brad

2

Etsuko

3

Chloe

1

Orika

1

Daryl

2

Jenny

2

Eunice

3

Barry

2

Atsushi

2

Tommy

2

Ichiko

2

Yuuka

1

Each participant was interviewed at least once. A research journal was kept by the
researcher to record and reflect on observations of the research context and experiences
encountered in the role of both researcher and teacher that contributed to analysis
throughout the study by providing contextual background to the data provided.
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Whilst conducting the interviews, questions and comments were presented to the
participants specific to the context of teaching English and being a teacher of English in
the higher education context in Japan. However, in their responses, the participants
would not only respond as a teacher, but also from other roles, such as a student, a
mother, an activist, a Japanese housewife, or a researcher. “As a family man, I have to
think about earning enough money.” (Brad, a full-time foreign teacher)

The role of myself as the researcher in this study was to provide an environment in
which the participants felt comfortable and confident enough to respond to questions
related to exploring how teachers negotiate their professional identities. This was
achieved firstly through explaining in detail the purpose of the study and addressing any
concerns the participants may have had with any aspect of the study. Allowing the
participants to choose the location was also considered important in order for the
participants to feel relaxed in familiar or comfortable surroundings, which facilitated
more open and free conversations on the topics discussed. All interviews, except one,
were conducted on campus in my office, the participant’s office or in a spare meeting
room within the language centre. The participants were allowed to choose the place of
meeting where they felt the most comfortable and practical to be interviewed. For the
exception, the interview took place at the participant’s other place of work in Tokyo.
The participant was working part-time within the language centre but due to the issue of
availability, and for the convenience of the participant, the interview took place off
campus.

The role of the researcher is not only one of information-gatherer, but along with the
participants, meaning-maker (Lincoln & Guba, 1985) and source of knowledge. Often
participants would seek confirmation of actions and ideology related to their teaching,
request advice on issues or concerns related to teaching, or engage in philosophical or
ideological discussions. As part of this process, participants engaged in a process of
rationalising their identities as teachers through hearing their responses and stories of
lived experiences. Together we engaged in a process of mutually constructing what it
meant to be a teacher in this particular context, based on lived experiences and
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interpretations of how objects and activities associated with their role as teachers were
perceived.

4.6.3 TRANSCRIPTION
The option of having a third party transcribe the interviews was not an option at the
time of study. Consequently, I transcribed each interview session. Whilst it would have
been more time-efficient to employ a third party to do the transcription, the process and
experience of transcribing was extremely valuable in allowing me to revisit and
reexamine comments and topics discussed in the conversations. It also allowed me the
opportunity to pick up on comments of particular interest or identify gaps in
information that could be used for further questioning or clarity in subsequent
interviews or through other means of contact. Transcribing the interviews first-hand
forced me to pay attention to what interviewees said and helped prepare for subsequent
interviews (Rubin & Rubin, 2005) or follow-up communication.

Another issue that was confronted during the course of data collection was that of
immediate transcribing of interviews. The literature suggests transcribing as soon as
possible once the interview has been completed (Kvale, 1996). Unfortunately, this was
not a possibility due to my full-time work commitments. However the advantage of
working at the site of study allowed the opportunity to easily follow-up on responses for
clarity or additional comment. The site of study remained fresh and accessible for the
entire time of data collection and beyond, minimising any distortion in the data that may
otherwise have occurred if access to the site and the participants was limited access.

Data gathered from the interviews were shared with the respective participants, as the
purpose of this research was not to critique behaviour or practice, but to provide a
snapshot of the individual at a particular time. It was the intention of this study to
incorporate reactions and feedback towards the data collected from the respective
participants (Kvale, 1996). Transcripts of the interviews were emailed to the respective
participants who were asked to read through and comment on the content. Some
participants replied with further explanation of certain points about what had been said
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during the interviews. One participant noticed that his responses were heavily
influenced by his university specialisation, which narrowed his perspective on several
issues. However most seemed to be satisfied, or the content was not unsatisfactory
enough to warrant further action, with the content of the transcriptions, requiring no
further additions or subsequent follow-up.
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4.7 DATA ANALYSIS
The data analysis for this study was an ongoing process that was simultaneous and
recursive (Mertens, 2005) with the initial stage of analysis commencing with the data
collection stage.

Literature review
Themes emerging from
literature included job
satisfaction, past life
experiences, level of
qualifications and skills, feelings
on being a teacher

Transcribe and code interviews
interview responses were categorised
into common themes based on recurring
patterns in the data:
about employment, relationships,
lessons, professional development,
teaching experience, learning
experience, physical objects, language
skills, qualifications, living in Japan,
being a teacher, interpretation of a good
teacher and quality teaching, and other
influences.

Formation of questions for
semi-structured interview
Based on the gaps identified in
the literature and guided by the
research questions of the study

Data collection
Interviews conducted with
participants

Final interpretation
data were submitted to a process of
comparison to build and refine categories,
define conceptual similarities, find negative
evidence, and discover patterns (Tesch, 1990;
Mertens, 2005): findings defined social objects
viewed significant to being a teacher and the
social interactions viewed significant in
becoming a teacher

Figure 4.3: Description of data analysis

Once the responses from the interviews were transcribed, data was thematically coded
into categories that reflected the broad themes of the interview questions. This recursive
process is summarised in Figure 4.3.

Symbolic interactionism informs the analytical step of categorising by content and
theme in this research. The aim of this study is to identify the objects that affect the
professional identities of the participants. Blumer (1969) broadly defined objects as
being physical, abstract and social by nature. The data from this research were initially
identified according to these categories of objects.

The data were analysed and interpreted using an inductive approach to identify
emergent themes and patterns, and objects or resources used in the negotiating and
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managing of identities (Duff & Uchida, 1997; Charon, 2004; Simon-Maeda, 2004). A
thematic analysis of the data was appropriate for this study because the thrust of the
research was on what the participants said about how they viewed themselves as
teachers of English (Block, 2010).

Pavlenko (2007) reminds us that thematic and content analysis are steps in the analytical
process and not distinctive forms of analysis. Lack of theoretical premise, lack of
procedure for matching instances to categories, and overreliance on repeated instances
which may overlook important events or themes that are less repetitive, however,
equally significant are examples of weaknesses Pavlenko identified in the literature that
use content and thematic analysis (Pavlenko, 2007: p.166).

4.8 ETHICAL ISSUES
Qualitative research typically involves the researcher in a sustained and intensive
experience with participants (Creswell, 2003). This was applicable more so for the site
at which this research was conducted: the researcher’s place of work. For the teacherresearcher, this posed several ethical issues, most importantly ethical implications of
researching colleagues. It was my intention to view the site of the study as an insider,
but one who kept a distance. For the participants, I was viewed more as a colleague than
a researcher. There may have been some reservations about being involved in the study
for those with whom I was less acquainted. The true intention of the study and use of
the data gathered may have been an issue for some but as the study transpired, all
participants felt that their comfort and confidence were respected at all times. These
ethical issues were addressed in the following manner:
•

Participants were assured of privacy and confidentiality in relation to data
gathered throughout the study. The purpose and intentions of the study
were carefully explained to the participants to earn their trust and
understanding.

•

Informed consent was received from colleagues and management: signed
forms that outlined objectives and procedures of the study, as well as
rights and expectations of participants. (see Appendix B)
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•

Participation was on a voluntary basis.

•

Ownership: regular contact and communication between the participants
and myself was maintained, allowing participants to review transcripts of
interviews and provide opportunities for comments.

All but one of the participants engaged in the interviews freely and comfortably without
any indication of distress or concern about what was being discussed or divulged. One
Japanese teacher, however, was concerned about the data given during the interviews, to
the point where I received a request to withdraw from participation. The concern was
that the information given by the teacher may be identifiable and, therefore, may have
negative repercussions with regard to employment status and/or working relationships.
However, after reassuring the teacher that there was very little chance that the data
could be used to compromise the confidentiality of the study, and restating that the
focus of the study was on how teachers negotiate their professional identities not an
evaluation of teacher performance or a record of teachers’ perceptions or critique of
their role as teachers, the teacher agreed to remain a part of the study. This episode
highlighted the fact that adopting interviews as part of research design required the
utmost level of sensitivity in dealing with participants, especially when dealing with
participants of different cultural backgrounds. It cannot be assumed that a work
colleague agreeing to participate in a study such as this gives license to being more
relaxed than if involving people with no professional or personal relationship.

The participant’s responses were rich with perceptions and interpretations and,
therefore, considered valuable to this study. In order to persuade the participant to
remain a part of the study, I had to draw on more personal aspects of our relationships
in order to maintain trust and confidence in my research process. The participant’s
main concern was the negative nature of the responses that may have had repercussions
if they became widely known. A process of negotiation took place via email, requiring
greater care for its impersonal, though ensured transparency in the process and the issue
of confidentiality was not compromised at any stage. Fortunately, the process of
negotiation required only one email to reassure the participant. However, continual care
was required in all future correspondence and dealings with this particular participant.
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A similar problem was faced in seeking part-time Japanese teachers. The part-time
Japanese teachers approached for this study seemed the least willing to participate, due
chiefly to issues of language and trust. They felt their proficiency levels in spoken
English were not high enough to effectively participate in the study. Attempts to arrange
for translators to assist during the interviews did little to persuade the teachers to
participate. They felt unwilling to become involved because of their perceived low
levels of language proficiency. There was also a reluctance to commit to being involved
in research that was unrelated to their roles as teachers at the university and which
required them to openly discuss issues related to being a teacher. They felt threatened
that information from the interview process may be viewed negatively, which may have
repercussions on their employment with the university. As a researcher, I had to respect
their decisions not to participate.

As a researcher, my role changed from an information-gatherer to a negotiator of a
delicate situation. It would have been easy to agree to the teacher’s request, but as the
interviews had concluded and the data being already in the analysis stage, it was worth
the effort to negotiate a way for the participant in question to remain a part of the study.
There is no doubt that knowing the teacher on friendlier collegial grounds prior to the
commencement of the study played an enormous role in convincing continued
participation, but it also demonstrated that being an insider required discipline. While
there are advantages in knowing in greater depth the context of the study and the
participants within the context, there is still a need to remain at some distance from this
knowledge to allow data to emerge from the research of its own accord and through an
unnatural bias on behalf of the researcher. The nature of researching one’s own work
environment will always be prone to some level of influence because of inside
knowledge or being known by the participants regardless of any attempts to remaining
neutral for argument of objectivity.

4.9 PERSONAL KNOWLEDGE
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The researcher brings to the interview process more than just paper, pen and a digital
recorder. It is not possible to describe or explain everything that one “knows” in
language form; some things must be experienced to be understood (Lincoln & Guba,
1985: p.195). One of the things that distinguish methodology within a constructivist
paradigm from more conventional ones is the role of personal knowledge drawn on by
the researcher during the course of inquiry (Lincoln & Guba, 1985; Schwandt, 2007).

At the heart of this study is the issue of quality in teaching and discussing the
characteristics of a good teacher. However, the challenge in these discussions is
defining the terms ‘good’ or ‘quality’. Some would choose to substitute these with the
term ‘effective’, but still we are no nearer to clearly understanding or knowing the
meaning of these terms. Despite the ambiguity in the definitions within the context of
education, many would attest to knowing whilst not being able to describe or explain in
language form. We find in the participants responses difficulty in being about to answer
questions such as “How would you define a good teacher?” or “What does the term
‘quality’ mean to you?” Likewise, personal knowledge was the basis on which this
study was conceptualised. It was a feeling that the issue of teachers being central to
developing a system of professional development that guided the formation of this
project. It was personal knowledge, accumulated over my years of teaching both in
Japan and abroad, along with other work and life experiences, that provided a filter
through which I interpreted data, deciding on the data to be accepted or rejected,
conceptualising and developing questions to be included or excluded, and choosing the
appropriate language for rephrasing or explaining questions.

4.10 TRUSTWORTHINESS
The nature of qualitative research is its subjectivity. Validity or trustworthiness,
therefore, it depends on how this subjectivity is managed (Holliday, 2010). Barnett et al
(2004) work into the impact of school principals’ leadership behaviour on teachers’
perceptions of school learning environment was not intended to be generalised,
recognising that the number of informants was not extensive. However, their findings
and analysis produced data on an area that could guide those who have issues of a
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similar nature. Likewise, this study is not meant to reflect the broader EFL teaching
context of Japan, instead to provide a snapshot of a situation that may be cathartic in
commencing further explorations into related issues in similar contexts.

4.11 LIMITATION OF THIS RESEARCH
A significant limitation of this research is that fundamentally it is a case study.
Therefore, it is unknown how much of the findings relate to other universities in Japan
or English language teaching in general.

4.12 CHAPTER SUMMARY
This chapter has outlined the methodology of this study appropriate for research framed
by a symbolic interactionist perspective. A group of fourteen participants employed
within a language centre at one of Japan’s largest private universities responded to a
number of leading questions during semi-structured interviews, which took place from
October 2007 until January 2009.

The interview questions drew on core attributes of symbolic interactionism, themes
raised in the literature pertaining to professional identity of teachers and my research
journal which contained notes of observations of the research context and personal
experiences as a teacher of English within the context of this study. Participants were
asked about their meaning and interpretation of interactions with objects and activities
commonly found in their roles as teachers of English, such as interaction with students,
approach to teaching, or appearance as a teacher, were viewed as potential sources of
influence that affect professional identities. Data were analysed and interpreted using an
inductive approach to identify emergent themes and patterns, and objects or resources
used in the negotiating and managing of identities, which are discussed in chapter 5.
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Chapter 5:

RESEARCH FINDINGS

5.1 INTRODUCTION
This chapter presents the research findings categorised by objects that were found to
influence significantly the professional identities of the teachers. As discussed in
chapter 4, the research was guided by the following research questions:

1. What is the nature of the professional identities of English language
teachers in a Japanese university?

2. How do teachers of English negotiate and manage their professional
identities given the changing nature of the higher education system in
Japan?
2a. What ‘objects’ affect the process of negotiating professional
identities of English teachers at a Japanese university?

2b. What activities are teachers of English involved in that affect
negotiating of their professional identities?

3. What is the value of notions of professional identities for teachers of
English in Japan?

The study involved fourteen participants (see Table 4.2) employed at a foreign language
centre within Makuhari University, a major private university in Japan. The participants
were asked to respond to a number of interview questions based on objects influential to
the process of negotiating their professional identities as teachers of English. The
participants were largely representative of the language centre teaching staff: foreign
teachers and Japanese teachers, employed either full-time (on a limited-term contract or
permanently tenured), and at various stages in their careers as teachers of English. In the
analysis and discussion of the findings, the participants are referred to as teachers,
except when it is necessary to distinguish based on ethnicity (Japanese or foreign) or
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employment status (full-time or part-time). This distinction is necessary for discussions
focused on the activities of the teachers in the context in which this research took place.

As discussed in chapter 3, symbolic interactionism informs this study. It views identity
as what and where a person is in a social context (Stone, 1962). Identity emerges from a
process of interpretation of interactions with objects that takes place within a social
context. Objects are referred to as anything – abstract, physical or social - that hold
meaning for individuals. The first section of this chapter presents the participants’
interpretations of objects that were found to influence how the participants viewed
themselves as teachers of English. The objects were found to be associated with the
practice of teaching and their expectations of what it means to be and become teachers.
The second section of this chapter presents the participants’ interpretations of social
interactions that were found to influence their professional identities as teachers of
English within the social context of this study.

5.2 PROFESSIONAL IDENTITY: INFLUENCES ON BEING AND BECOMING A TEACHER
OF ENGLISH
5.2.1 INTRODUCTION
The professional identity of being a teacher relates to Mead’s (1934) concept of self
consisting of the Me or as Charon (2004: p. 90) described it ‘the social self, the self as
object … created in social interaction and an object the actor is able to act back on’. The
self is an object born out of social interaction along with other social objects, one of the
core concepts of symbolic interactionism, that human beings act toward objects rather
than respond to stimuli (Hewitt, 2003). In this section of the chapter, the expression
‘being a teacher’ relates to the exploration of individuals as they exist in their present
social contexts: teachers of English at a Japanese university. The teachers were asked to
respond to a number of questions that were predominantly abstract by nature: the notion
of being a teacher, terms used to address and identify individuals as teachers, aspects of
the job and the profession of teaching.
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5.2.2 BEING A TEACHER: FROM THE POINT OF ENTRY TO THE PRESENT
Administrative work, I don’t feel like I’m a teacher much. That’s something I need
to do. But teaching, I love teaching, so when I’m teaching, I can identify as a
teacher, I want to become a better teacher. So really teaching and giving students
advice. (Ichiko, 040708: p.2)
When students ask me questions, I realise then that they do see me as a teacher as
opposed to someone who just speaks English. So when students come to me with
questions. Explaining activities. (Jenny, 100608: p.11)

The motivation or impulse to enter the field of teaching English reported by the teachers
did not always originate from a desire to be a teacher. For eleven of the teachers,
teaching English was not a clear career choice made during their earlier school years or
even during their studies at undergraduate level. It became a career choice mostly
through circumstance or opportunity: as described by many of the teachers, they ‘fell
into it’. Despite the serendipitous nature of how they entered teaching, the teachers
indicated a high level of dedication and commitment towards being a teacher and the
practice of teaching. There was no indication that their main motivation was
remuneration or that it was ‘just a job’. All of the foreign teachers felt that teaching was
‘a natural fit’, with most commenting that they felt comfortable with being teachers of
English. Alice emphasised strongly that she would always be a teacher regardless of the
context, whether it was teaching English to students in Japan or literature to
undergraduates in the USA.

The teachers were asked questions about how they defined themselves as teachers
compared to being teachers in mainstream teaching contexts: what they thought it meant
to be a teacher, the importance to them of being a teacher, and how they felt being a
teacher. The literature within general education contexts debates the legitimacy of
defining teaching as a ‘profession’, and those engaged in the work of teaching as
‘professionals’ (Parelius & Parelius, 1978). The findings showed the teachers gave a
range of definitions when asked to define their view of a teacher as a professional.
Something that you do – a career. Horizon-oriented. There’s a forward momentum
and there are levels that you go through. Something to aspire to. In Japan,
teaching English is mostly dead-end and I suspect that is why some teachers act
unprofessionally. TESOL in Japan lacks progression, being relegated to mostly
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entertainer. A professional is someone who does their best at whatever their job is,
takes it seriously, prepares. We behave like professionals. (Alice, 090608: p. 1)
Somebody who likes what they are doing, but even if they didn’t, they’d still try to
do their best. (Daryl, 110708: p.11)
Someone working at a university level, who is a teacher and researcher,
contributing at both a practical and theoretical level. (Ichiko, 040708: p.3)
Having training to work with non-native speakers and how language is acquired.
(Umi, 091008: p.9)
Contribute to society; have responsibility within society. (Yuuka, 081008: p.13)
Being responsible for what you are doing.’(Orika, 020209: p.3)
Hard to define. (Barry, 130608: p.9)

This ambiguity interpreting such terms also indicated reluctance by the teachers to refer
to themselves as professionals with absolute confidence when describing their status as
teachers of English. Paradoxically, despite their reluctance to describe themselves as
professionals, most of the teachers considered themselves to behave like professionals.
All of the teachers defined themselves in terms of what they did as teachers: committee
work, teaching, preparing lessons, routine activities related to teaching. ‘By what I do
day in, day out.’ (Brad); ‘I work here, I teach here.’ (Etsuko). In general, most teachers
liked teaching because they liked helping: they saw teaching as a ‘helping job’. The
overwhelming response from all of the teachers was that they enjoyed helping people,
describing a genuine desire to commit to not only developing the potential of students
learning English, but also helping students to discover and develop their potential as
individuals.

Brad, a full-time foreign teacher, described his job as ‘incredibly exhausting’,
remarking that he sometimes felt more like a theatrical performer than a teacher: ‘It’s
the nature of what we do.’ Brad’s actions as a teacher are what defined him and
provided a measure or evaluation of his performance as a teacher from the reaction of
the students and their engagement within the classroom.
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Brad claimed, however, that he felt restricted by the university not being flexible in the
way it conducted its language courses and in the opportunities for teachers to develop.
He felt that the teachers are ‘massively overqualified for what we do.’

I think I’m professional in my approach. I don't always think the uni reciprocates
that though. (Brad, 270608: p.7)

Similarly, most of the teachers indicated that the university did not treat them in a
professional way nor did it recognise them as professionals. This seemed to indicate the
idea of conflict between objective views of the position and the teachers’ personal views
instantiated in daily practice. It also raised the question of what would be acceptable
qualifications for this job. Is a graduate certificate enough to fulfill the requirements and
expectations of being a teacher of English in this context?

Possessing qualifications at a certain level was viewed as significant factor in
professional status. This was reflected in comments such as those given by Tommy, a
part-time foreign teacher, who shied away from referring to himself as a professional.

Not going to call myself a professional, but like to think at least I’m putting in an
effort to provide the students who do want to learn something that is valuable.
(Tommy, 061008: p.8)

Tommy felt that lacking the relevant degree or formal training in education excluded
him from being able to refer to himself as a professional. Similarly, Orika, a full-time
Japanese teacher, preferred not to be defined as a professional, stating that she was not
‘perfect’ and therefore felt uncomfortable using the term, despite having earned suitable
qualifications from Japan and overseas, and extensive experience in researching English
education in Japan. Both teachers had a reasonable number of years teaching English in
Japan, were qualified to teach English, and yet they considered themselves
unprofessional, in part because of a feeling of awkwardness in the use of the term based
on their qualifications.

Discussions on teacher identity in the literature are often focused on the role formal
teacher education has on the process of transforming the identities of individuals into
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teachers (for example, Gardner, 1995; Danielewicz, 2001; Hooley, 2007; Jephcote &
Salisbury, 2009). Similarly, literature focused on professional identities of teachers in
language teaching contexts discuss the process of transformation of mainstream
teachers during postgraduate courses or formal training to become teachers of English
(for example, Tsui, 2007; Cheung, 2008; Chong & Low, 2009; Clarke, 2009). For the
teachers in this study, however, professional identity came from the enactment of the
roles of the teacher. The research findings showed that responses to this question led to
the teachers comparing themselves with notions of being a professional. Most of the
teachers described their behaviour as professional and yet were reluctant to define
themselves as professionals.

5.2.3 BEING A TEACHER: AS PERCEIVED BY OTHERS
The negative perceptions of others of English language teachers in Japan foregrounded
teachers’ notions of professional identity. While all teachers felt teaching a natural fit,
all but one of the teachers indicated that, according to their perceptions of how others
from non-educational contexts see them, they needed to justify their career decisions as
teachers of English teachers in Japan. The foreign teachers clearly indicated that they
were comfortable with who they were as teachers of English in Japan but explained that
they felt a certain compulsion to distinguish themselves from the perception they felt to
be held by outsiders: the perception that teaching English in Japan is a low-skilled, lowprestige occupation that is commonly associated with teaching in conversation or cram
schools; or the perception that individuals come to Japan primarily for the cultural
experience rather than being professionally- or career-motivated.

Similarly, the Japanese teachers explained that teachers are generally respected in Japan
and that such defensive explanations were not warranted. Some, however, made
seemingly contradictory remarks that they also made efforts to emphasise they were
university teachers and not just English teachers. Within the university itself, the
Japanese teachers felt that their status was quite low compared to lecturers and other
teaching staff in other faculties. They felt that they were not as highly respected as other
faculty members. They tended to be regarded as just ‘language’ teachers.
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Especially, whenever I say I teach English at a university. That makes me feel good,
but on this campus or in many universities, English teacher is not as highly
respected as other faculty members, like professor in mathematics or engineering.
We tend to be regarded just as a language teacher. (Atsushi, 240608: p.4)

Atsushi suspected that the treatment they experienced from other faculty members was
something that most foreign teachers probably never experienced because of the foreign
teachers’ limited inclusion in committees and administrative processes.

In this consideration of the perception of others, the teachers take on the role of others,
described by symbolic interactionists as individuals seeing the world from the others’
standpoint which involves using symbols: the individual takes on the symbolic
framework of others (Charon, 2004), in which gestures have the same meaning for both
parties with shared understanding (Blumer, 1969). In taking on the role of others,
people act as others: the teachers act according to the perspectives that others may have
towards them being teachers of English in Japan. Imagining negative perspectives from
others, the teachers focus on creating a description of their job that they feel
differentiates them enough from commonly held stereotypes of English teachers in
Japan, presenting a positive, and more importantly, professional image to others.

The value the teachers placed on how others perceived them emerged from the results
as an important attribute in the teachers’ negotiation of professional identity. The
perception that ELT is a field largely dominated by unqualified transient individuals or
‘backpackers’ persists, despite the levels of qualifications, skills and knowledge that
would otherwise counter these perceptions. The reason for this persistence is perhaps
the absence of any meaningful structure of standards or professional association that
supports and professionally develops the teachers.

5.2.4 TEACHER, SENSEI OR ME: ADDRESSING THE INDIVIDUAL AS A TEACHER
The conflict between self and other defined identities played out in the ways teachers
labelled themselves professionally. All teachers were comfortable with the title
‘teacher’, but there were some indications that even the term ‘teacher’ was ambiguous
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in this context in relation to the duties and roles performed. In response to a question
about travelling overseas and completing immigration formalities, all teachers gave
varying descriptions of their occupations: English teacher, English instructor, university
English instructor, university teacher, teacher, an educator, TESOL teacher. The foreign
teachers are identified as ‘professors’ for immigration purposes but all teachers felt the
term ‘professor’ was inappropriate, with most feeling that a doctoral qualification was
needed to earn this title. The title of ‘lecturer’ was viewed as someone who only
lectures with little student interaction. In describing themselves, seven of the teachers
chose to use alternative terms, or labels, to that of teacher: facilitator, supporter, mentor,
guide, were the more common alternatives given.

Interviewer:
Barry:

Do you see yourself as a teacher?
Yes. But quietly. I’m reluctant to define myself as such in the
environment that I find myself in. Although I define myself as that,
then I’ll have to follow certain ethical codes and what not. So I
find my environment maybe not defining me as that. But myself I
define myself as that.

Interviewer:
Barry:

In what ways does the environment not define you as a teacher?
It depends. You’ve got your environment that is defined by your
co-workers. Because of the demand in Japan is so high that people
often take what they can get. So my co-workers are not very
serious or ethical about what they do. And they don’t consider
themselves to be teachers by analogy and extension, they consider
no-one around them to be teachers other than someone who’s
putting in the time.
(Barry, 130608: p.3)

In his responses, Barry drew on his perceptions of others in defining himself as a
teacher, using ethics or standards of practice as a measure of being a teacher within a
specific context. In this case, he is comparing himself to other part-time teachers whom
he suggests are not entirely committed to the act of teaching.

Alternative descriptions to the term ‘teacher’ commonly used in teaching contexts were
both accepted and rejected by two of the teachers. Umi preferred the term ‘facilitator’ as
a more appropriate term that described her approach to teaching. She described herself
as someone who provides an environment in which her students have the opportunity to
explore their own potential. She claimed to foster an environment in which mistakes can
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be made without punishment, reflection encouraged, and the opportunity for tolerance
towards differences developed for deeper understanding.
Because an English teacher ... can … would cover all types of English teachers.
From a teacher at Nova to a private tutor to what have you. Probably I’m in
education. To say that I’m an educator, I think, I feel most comfortable with because
I feel like here we teach English classes. We’re not only teaching English grammar
or the mechanics of English language. We’re not teaching linguistics. We’re
teaching everything, aren’t we? We’re teaching study skills, how to be a well
rounded, open minded adult, perhaps. Be a more conscientious person. Opening up
their minds to what’s happening in the world. You discover that the students just
don’t know what’s happening around them, at least, I try through… We’re not only
teaching them how to respond to ‘Howzit going?’ or ‘How are you?’ We’re teaching
them to be better communicators after they’re out of school, whether it’s in English
or Japanese. So probably teaching English…I’m an English teacher is probably too
narrow as an expression for me.
(Umi, 210708: p.5)

Umi’s response to whether the title ‘teacher’ is best suited, demonstrated that the role of
an English teacher in the context of higher education is more than teaching a language.
Umi lists a number of responsibilities that she felt were not directly related or often
associated with teaching English: develop study skills, open minds and foster social
skills to become better citizens. Although it was not an established curriculum goal
within the language centre, Umi claimed that her goal or ‘job’ as facilitator was to make
the students ‘better communicators’.

Daryl, on the other hand, thought that those who used the term facilitator were being
somewhat ‘egotistical’ and that it had very little meaning amongst neither teachers nor
students. Furthermore, it was a term unknown to the administration or university.
Instead, Daryl saw himself as a ‘guide’, explaining that he often told students that he
was not a teacher, but a guide: someone who guided the students towards effective
learning experiences.

Chloe felt that it was important to make the distinction between a university teacher and
an ALT 9, who she described as being like puppets or entertainers: ‘somebody to sit with
9

ALT – assistant language teacher, commonly found in high schools, who assist the teacher with the

teaching of English
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and kill time with.’ Similarly, Eunice described herself as ‘not fitting the mould of a
teacher’ based on her observations of education students she shared classes with during
her days studying at university. She explained that they were more dedicated to
preparation of materials and presentation of ideas and content, unlike her focus being on
building strong relationships with students for the purpose of maximising their
potential.

Of the Japanese teachers, four wanted to identify themselves more as researchers than
just teachers, but felt that their current position and jobs they performed in the language
centre did not justify using such a term. Obligations to committee work and strict
adherence to matters related to administering the language centre, for example, were
seen as defining characteristics as a teacher in the language centre rather than language
professionals or academics. Although they would prefer to work in academia, the reality
does not escape them that supply of specialists in areas such as linguistics or TESOL
greatly outnumbered suitable positions within the university system in Japan. As Orika
explained, the opportunity to work full time at a university teaching general English
language courses was consolation for many of the Japanese teachers within the
language centre. Therefore a full-time position teaching English at a university with the
opportunity to undertake some research in areas close to their specialisation was
considered better than waiting fort the dream job to become available.

In an attempt to avoid other-defined labels, teachers adopted a range of identity labels
that distanced themselves from stereotypes that felt were less appropriate. The way a
person addresses another determines the depth of relationship and interactions between
the two individuals. Perinbanayagam (2000: p.106) claims that the way individuals
address each other indicates that the categories of identity manifest themselves in the
initiating moves of conversations. One of the ambiguities of teaching English in higher
education contexts in Japan is the title under which individuals are employed. It is
standard practice for a range of terms to describe the positions of both foreign teachers
and Japanese teachers, but in daily interaction amongst staff, management and students,
both foreign teacher and Japanese teacher are commonly referred to as ‘teachers’
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regardless of their level of seniority, responsibilities, obligations or cultural
backgrounds.
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5.2.5 BEING A TEACHER: JAPANESE OR NATIVE
The roles of the ‘native’ 10 teachers and ‘Japanese’ teachers, as the teachers are
differentiated within the language centre, were decided by the university and the
management of the language centre: native-English speaking teachers were there to
provide students with a real-life example of ‘real’ English, chiefly responsible for
delivering required courses in productive language skills, those being speaking and
writing. Japanese teachers were assigned the duties of not only delivering required
classes in receptive skills, reading and listening, but were also expected to participate
actively in a variety of administrative committees related to the delivery and
management of all English language courses offered by the language centre.

Employment status within the language centre was also a determiner of duties.
Responsibilities imposed on full-time foreign teachers were considerably less than those
of the Japanese teachers due to the temporary nature of their employment status.
Teachers employed full-time were required to actively contribute to the development
and delivery of language courses, while part-time teachers were only required to deliver
the courses. However, a number of activities seemed to exclude foreign teachers.
Monthly meetings, for example, when matters related to administration and curriculum
are usually discussed entirely in Japanese. Foreign teachers were invited to attend the
meetings, but rarely did so chiefly because of the language barrier and the fact that
foreign teachers were restricted from contributing to discussions. All the foreign
teachers interpreted these limitations negatively, considering them discriminatory and
unacceptable. There was a sense that foreign teachers were not considered seriously as
professionals.

I don’t think we are encouraged or given the opportunity to be the expert
teacher. (Brad,130608: p.9)

Brad’s comment reflects his perception of how the university sees foreign teachers as
novelty items rather than professionals in the field of education and significant
10

In this context, native refers to individuals who are not considered Japanese, and whose first language

is English.
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contributors to the administration and development of the language program at the
university.

The decision to restrict participation, however, may be related more to the cultural
differences between the conduct of a Japanese meeting and meeting formats that allow
equal participation of all in attendance, common to contexts found in Australia, the UK
or the USA. According to the foreign teachers, the native English-speaking teachers
participated in separate monthly meetings to discuss matters related to administration
and teaching, conducted entirely in English. Japanese teachers are invited to the
meeting, but never attend, according to the foreign teachers. This could be due partly to
the fact that most of the Japanese teachers attend numerous meetings on a weekly basis
and therefore see no need to attend one that would seem to be superfluous. Another
reason offered by several of the foreign and Japanese teachers was that most of the
Japanese teachers prefer to communicate in Japanese, with some feeling that their levels
of English are not sufficient for participating in a meeting that is conducted entirely in
English.

This highlights one of the major dividing factors within the language centre that
emerged from the findings: language rather than ethnicity is the determining factor in
job allocation. Foreign teachers, however, tended to think their treatment and
perceptions of limitations that restrict their deeper involvement as being culturallybased (whether one was Japanese or foreign). Language was a factor that affected their
professional identities as teachers (limiting their involvement in certain activities, for
example), viewed by some as a cultural barrier and therefore something negative that
could be interpreted as a form of discrimination. Another perspective, however,
suggests that language is a skill of many required to perform as a teacher of English
within this particular context. Language is a dividing factor within the language centre,
but only in terms of skills required for particular positions and activities rather than a
tool to discriminate.

The language used to label the teachers, whether it based on their ethnicity or status of
employment, impacted on the teachers’ professional identities. Labelling theory within
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symbolic interactionism is commonly associated with the work of Tannenbaum,
Lemert, Becker and Goffman (Herman-Kinney, 2003: p.707) who focused chiefly on
the study of deviance and deviant behaviour. However looking more broadly at what
these scholars were trying to achieve, the labelling approach places emphasis on
processes by which actors come to be defined and treated rather than what causes
individuals to act (Herman-Kinney, ibid: p.708).

Within language teaching contexts in Japan, labels for teachers such as, ‘foreign’ and
‘native’ are common. As the label ‘native teacher’ and ‘Japanese teacher’ are widely
used within the language centre, the teachers were asked to respond to questions about
how they interpreted these terms and the influence these labels may have had on how
they negotiated their professional identities as teachers. While some felt it sounded a
‘bit weird’, most of the foreign teachers had no problem with the term ‘native’ being
used as a description for foreign teachers within the language centre. The Japanese
teachers indicated that being referred to as ‘a Japanese teacher’ was not a significant
impediment to being a teacher or to their teaching. The nature of professional identities
seemed to be reflected in the teachers’ on their teaching and their level of competency
and not defined by ethnicity or language proficiency.

5.2.6 INTERPRETING THE CONCEPT OF BEING A ‘GOOD’ TEACHER
In my opinion, a good teacher is somebody who knows what they’re teaching and
why, the way that they’re teaching it, in other words, that insofar as curriculum
design and syllabus design, there’s a method to the madness. And the madness and
the methods suit the person that's teaching. Um … they’re also aware of who the
audience is, who the students are. They are communicative. I think that’s the best
way of teaching … I think I’m a good teacher. I think all good teachers are learning
teachers. (Alice, 120508: p.14)
The very best teachers from school were the ones the students respected because
they were genuinely nice people and they really cared about what they are doing.
(Brad, 130608: p.3)
If you teach something you don’t know or not proficient enough in, you have no
business teaching it. (Chloe, 110708: p.10)
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Perhaps one of the most commonly-asked questions teachers put to themselves is
whether they are ‘good’ teachers or not. Yet despite the issue of good teacher being
central to the operation of the language centre, the teachers found it difficult to describe
the notion of ‘good’ teacher with the research findings indicating a lack of professional
space for interaction and discussion with others being one set of possible reasons.

The term ‘a good teacher’ is probably more assumed than easily described. The teachers
identified some common attributes that they felt best described a ‘good’ teacher: wellorganised, well-informed about the content to be taught, awareness of those to whom
they are teaching, flexible, being a good role model, the ability to earn the respect of the
students, patience, and a good sense of humour. By their own definitions, all the
teachers saw themselves as being ‘good’ teachers, though all Japanese teachers were
more reserved in their descriptions.

Orika:

Trying to be. I don’t know whether I can be a good teacher until
I’m retired. It’s really difficult. But I’m sure that it’s not just about
the knowledge of an academic subject.

Interviewer:

So when you retire, you’ll be able to tell me?

Orika:

Maybe so.

Interviewer:

Why then and why not now?

Orika:

Because I’m still in the process of interact (sic) with my students,
so I don’t know what the answer will be.’ (Orika, 020209: p.20)

Orika is one example of how the Japanese engaged with the notion of good teacher
during the interview discussion. She indicated a certain level of confidence on being a
teacher, but she was reluctant to declare conclusively that she views herself as a good
teacher. In her eyes, that is for others to decide. She felt that only upon reflection at the
end of her career could she make that claim. Orika’s responses reflect Danielwicz’s
(2001) view that becoming a teacher is a continuous process.

The teachers were frank in their descriptions of their conduct and abilities as teachers:
acknowledging their strengths, but also their limitations and those things that challenge
them in their development as teachers. They admitted to evaluating themselves
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frequently as to whether the concept of ‘good teacher’ was warranted, especially on
occasions when they felt their lessons were not as effective as hoped, or when they
would pass a colleague’s classroom to see students more seemingly active and engaging
than in their own class.

I’d love to know more about what teachers are doing. I’m always fascinated when
I do bump into someone and we chat about it or when someone has left something
on the photocopy machine. (Brad, 271008: p.3)

Brad’s interest in knowing what other teachers do in their classroom, such as
exchanging ideas, draws attention to the value of interaction between teachers and
approaches to teaching. This type of interaction establishes a benchmark for comparison
and evaluation of teaching practices, attributes that are fundamental to an effective
system of professional development. This process of reflection is illustrated in Brad’s
remark below:

From my own experience, I’m a much better teacher than I was 5 years ago, 10
years ago. You can’t beat experience … I aspire to be a great teacher. This is what
we do and it would be rubbish to look back and done the minimum and I wasn’t
very good at it. (Brad, 130608: pp.4-5)

Despite remarks questioning their abilities as teachers, or good teachers, the findings
indicated that most of the teachers were committed at some level to continually improve
their skills as teachers. In their discussions on the concept of a good teacher, the
teachers frequently made references to the role of a successful lesson in their
evaluations as teachers. Most of the teachers described their idea of a ‘good’ lesson, or a
lesson that in their minds was an effective one, as one in which students spoke freely.

An effective one is when students repeat language or see the use of it in journals
some time later. This, to me, is an indication that they got it. This is fantastic to me
because they’ve gotten it. (Chloe, 110708: p.7)
Gosh…That’s a tough one. A good lesson? I don’t know … One that builds the
students’ potential, is interactive, is getting them to build on something they have, to
keep moving to the next level. (Eunice, 021007: p.8)
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Teachers felt positively about lessons they taught that had a personal attachment, such
as those connected to their majors during their years of study (English literature, for
example), personal interest or particular way of life (being a vegan), or those in which
they felt the students were responding positively to the content and activities.

As a teacher I guess I get to incorporate things that I’m interested in personally,
such as, vegan lifestyle and raw food, things about food or even movies. One of my
hobbies is making videos. Being able to talk about that. And also showing students
things that I’ve made. Get students to make their own. Keeps it interesting.
(Tommy, 270608: p.1)

While the foreign teachers associate a good or effective lesson partly with the students’
well being, the Japanese teachers were more goal-oriented, indicating that meeting the
goals of the lessons were a good indication that the lesson was effective.
As long as I can achieve my ultimate goal of that class, then the class could be a
good class. Even if the students don’t like the way I teach the materials, but as long
as I can reach my goal, that’s the best. (Atsushi, 240608: p.5)

The goals to which Atsushi referred were largely related to completing relevant chapters
of the textbooks used in the required courses. In addition to testing students’ language
skill abilities, the results from the test were used chiefly to decide class levels for
administrative purposes. There was, however, no indication that the results from the
tests were an indication of the teachers’ abilities or performance as teachers.

The difficulty in defining a good teacher was perhaps because the context lacked
professional guidance or tools to measure their teaching practice. Richards (2004)
describes teaching English as a ‘lonely’ profession. It provides little opportunity for
interaction outside the classroom and therefore little chance to benchmark an
individual’s performance against that of peers.

5.2.7 THE

SECRET OF SUCCESS:
OTHERS

MEASURING

SUCCESS AS A TEACHER THROUGH

‘Like most teachers, I do a reasonable job and I don’t have any problems in the
classroom.’ (Brad, 130608: p.4)
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‘Just get through to one student.’ (Tommy, 131008: p.8)

Evidence of being a ‘good’ teacher was based on external indicators such as student
feedback. Teacher knowledge, commitment to the practice of teaching and developing
relationships with students were also viewed as significant attributes that identify
individuals as good teachers and how teachers measure their success through
interactions with others.

It is through others that individuals begin to see themselves for not only who they are,
but also what they are capable of doing and to what extent they are able to perform.
Individuals imaginatively see themselves in relation to others, and they choose
appropriate actions (Charon, 2004: p.80). All teachers stated that the students were a
major indicator in measuring their successes as teachers. Success was not only
measured by how well students performed on assessment items, but through
interactions, gestures and responses from students: saying ‘Thanks’ at the end of a
lesson, seeing how far you can take them, being aware of students’ progress (or lack of
it), being more than just liked, acknowledging and acting on feedback, whether it be
positive or negative, being aware of achievement outside the classroom that
demonstrates effective application of skills learned inside the classroom, or turning up
for lessons every week. These were how teachers felt they could measure their success
as teachers of English.

As with their descriptions of a teacher, success tended to be measured in what they did
as a teacher and how they interacted with the students. Simple exchanges and occasions
of interaction were recognised by the teachers as having significant value in the way
they saw themselves as teachers. Students approaching to ask questions or seek help
tended to make the teachers feel more like a teacher. Answering students’ personal
questions that may or may not be related to the lesson or offering to help in any way on
a more personal level, made teachers also feel more like a teacher. Core to the teachers’
views of successful teaching and success in their roles as teachers was this connection
with students. The way Brad, full-time foreign teacher, described his interactions with
students highlighted this connection and demonstrates how the identities: social,
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situational and personal, interact, blend and provide support in his role as a teacher,
permitting students to see only what Brad wants them to see. According to Brad, the
students learnt about his culture, personality and the person through the questioning and
sharing of life experiences.

Brad’s students also experienced the ‘professional’ Brad through his application of
knowledge and experiences in being a teacher of second language learners. Brad added,
however, that there were limits to what he was willing to give up. In the classroom, he
claimed to use a lot of humour, and is somewhat more extrovert to compensate for his
limited Japanese language skills. However, Brad confessed that the individual who
‘performs’ in the classroom is not entirely the same as that outside the classroom.

Building close relationships with students was found to be a significant indicator a
measure of success for the teachers. This also highlights how the perceptions of others
influences how an individual performs in the role of a teacher, their approach to
teaching English in this context, or how they conduct themselves in presence of others,
such as using humour as a supplement form of communication in a context in which
language barriers exist. All notions of professional identity are played out through
interactions with others, but the findings from this study highlighted teacher-student
interactions. This could have been due to the lack of teacher-teacher interactions,
professional dialogue and the reactions to negative perceptions of the status of their
role.

5.2.8 INTERPRETING THE CONCEPT OF QUALITY IN TEACHING
Native speakers proficiency in the target language alone is not a sufficient
qualification for such teaching positions; the field of teaching English to speakers
of other languages (TESOL) is a professional discipline that requires specialized
training. (Nunan, 2003)

The notion of quality teaching was recognised as an important contributor to achieving
effective learning outcomes, yet it remained a distant concept in the routine activities of
the teachers. Often quality teaching is associated with measuring the performance of
teachers against established frameworks and standards. As discussed in chapter 1,
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quality in teaching was defined as being a native speaker of English. There is evidence
that higher education in Japan is beginning to place greater attention on quality in
teaching, but the concept is yet to become entrenched in the culture of teaching. Given
the growing importance placed on the concept in mainstream education, the teachers
were asked to respond to the statement from Nunan to determine awareness of the
concept by the teachers and its appropriateness for their teaching context.

All of the teachers agreed with Nunan’s statement addressing the importance of quality
in teaching, acknowledging that just being a native speaker was not sufficient
qualification for teaching in this context, and that qualifications relevant to teaching
English as a second language, or other languages, was also a key attribute. However,
two teachers questioned whether the context in which they were currently teaching
could be defined as a ‘professional discipline’.

I would say if you are actually engaged in a profession, I would agree. But I would
say that in Japan for native speakers all too often, it’s not a profession. I don’t
think schools want it a profession [sic]. (Alice, 090608: p.1)

Ironically, while all of the foreign teachers agreed with the statement, the fact that they
were foreign nationals 11 was a major factor in being hired, often regardless of their
qualifications and experience, a sentiment echoed in Chloe’s comment:

This is probably the only profession where you don’t need to be qualified to do the
job. (Chloe, 110708: p.12)

All teachers believed that training or being qualified was necessary, though not the only
requirement for teaching English in this context. The process of obtaining a masterslevel degree provided the opportunity for the teachers to reflect and mature as teachers,
though it was not just about having knowledge related to teaching, but also having the
knowledge of linguistics, psychology, and sociology. The research findings indicated
that training gave teachers the time to reflect, develop ideas and change. Although ideas
may be the seeds of change, for many of the teachers, those ideas would have little

11

foreign national – an individual who is not a Japanese citizen
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chance of coming to fruition in practice because of an institutional reluctance towards
change and innovation.

Interviewer:
Ichiko:

Interviewer:
Ichiko:

But you don’t feel it’s your place to say anything because you’re
so new?
I don’t know. Maybe it’s Japanese culture. I can talk about
anything if I feel that saying something – positive or negative –
if it’s productive.
So what’s stopping you from sharing your opinions?
I don’t want to say it’s Japanese culture, because it’s not that
simple. Not necessarily organizational culture. I think wherever
I go, it would be the same. Probably this university is more open
compared to other places, like junior high. There’s no room for
me to say something there. Something is stopping me. Probably
expectations of Japanese culture. I don’t think I had any
problem in the US. (Ichiko, 040708: p.2 on her reluctance to
share ideas freely despite possessing two masters and a
doctorate specific to education and linguistics)

Although the research suggested that the concept of quality teachers received minimal
attention in practice and policy at the university, the teachers raised the issue of quality
teaching being an influential characteristic in determining the value of qualifications,
with one teacher pointing out that ‘the hoops you jump through to get TESOL
qualifications are pretty wide and pretty low.’ (Barry, 200608: p.6) There was a general
feeling amongst the teachers for training needs to become more specialised with more
of a focus on teacher development.

What surprises me most about people in this field is that they seem oblivious to
sociology or psychology. That’s amazing to me. I think TESOL needs to pay more
attention to that. (Barry, 200608: p.6)
Not just teaching knowledge, but also extra experience beyond the teaching
certificate. It’s a combination of everything.
(Orika, 020209: p.23)

Several teachers argued that those who teach English without applicable qualifications
give teaching English in Japan on the whole a bad name and/or reputation, or as one
teacher remarked ‘It does tarnish the profession, because it is a profession.’ (Jenny,
170608: p.4), referring to the issue of varying standards in the training of teachers of
English.
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While the general feeling amongst the teachers was that being a native speaker is not
necessarily a sole requirement for being a teacher in this context, the findings indicated
that some Japanese teachers perceived foreign teachers to be more qualified at teaching
English than Japanese teachers, especially for students who are determined to possess
higher levels of language abilities in English. This was despite the fact that most of the
Japanese teachers possessed more qualifications, experience and knowledge related to
teaching in this context than the foreign teachers. It would appear that the commonly
held perception that native speakers of English are more qualified and represent
‘quality’ remains largely unchallenged.

5.2.9 JOB SATISFACTION
Teacher and student interactions were significant factors affecting levels of success or
effectiveness as teachers of English that correlated with a sense of job satisfaction. All
full-time teachers felt that the greatest level of job satisfaction occurred when they were
being the teacher in the classroom interacting with the students. Similarly, satisfaction
was experienced from common events that seemed to represent more tangible evidence
of the teachers’ efforts, such as seeing students graduate, students approaching the
teacher to ask a question, or simply by students saying ‘Goodbye’ at the end of a lesson.
The importance of interaction with students in the development of professional identity
was highlighted by the different responses of part-time teachers. They viewed their
situations as somewhat unfulfilling as there was no chance to connect with the students
or the workplace, in contrast to those teachers employed full-time, who felt more
dedicated to students because of the opportunity to spend more time with students on a
more frequent basis.

As one of the core principles of symbolic interactionism, social interaction implies that
every aspect of our lives, professional and personal, is interconnected (Charon, 2004).
The concept of job satisfaction is one that not only concerns itself with activities
associated with jobs and roles performed as a worker or in a professional situation, but
also more broadly, with its relationship to life in general (Smith, 1992). Job satisfaction
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is a simple concept of gauging how people feel about their jobs and different aspects of
their jobs, and one that is often viewed as important for business effectiveness (Spector,
1997: p.1). The causal variables of job satisfaction are interrelated, often represented by
attributes such as job security, level of income, opportunities for achievement, and the
level of interest or commitment to the job (Reed, 1997). The importance of job
satisfaction is viewed as part of a system of interrelated satisfaction that extends beyond
the workplace into life in general (Smith, 1992).
I’m the kind of person who is satisfied when I’m in the classroom. So am I satisfied
on some committee, locked away in some room, slowly dying of old age? No
definitely not. Or I’ve stayed up for 24 hours doing materials for HW, so I’m tired.
If you asked me at 7am this morning while I was sleeping standing up, I’d say
probably not. But I like teaching, so put me in the classroom and I’m right. (Alice,
090608: p.5)
On the whole, I think I must be reasonably good. And I’m reasonably satisfied by the
work I’ve done with the class over the semester, but I’ve rarely felt fully satisfied and
that’s just not … because I know if I’ve tried even harder and put in more work, I
know I could have done a better job. I think a great teacher is probably like that all
of the time. (Brad, 130608: pp.4-5)

Alice’s comments convey an ironic tone, implying a certain level of frustration towards
activities and roles she feels obliged to undertake as a teacher. Her comments also
suggest her strong motivation to teach minimise the frustrations she identifies in her
role as a teacher. In other words, her desire and commitment to be a teacher are stronger
than the limitations or challenges she faces in her role as a teacher.

Brad’s comments provide a different perspective, though his underlying commitment to
being a teacher remains. Brad is reflective about his efforts as a teacher, identifying
what he sees as his imperfections or limitations as a teacher, but nonetheless feeling
satisfied with his efforts as a teacher. His comments indicate that he is engaged in a
constant process of evaluation ‘And I’m reasonably satisfied by the work I’ve done with
the class over the semester’, suggesting that Brad is realistic about his abilities, but
strives to make improvements towards his concept of what it takes to be ‘a great
teacher’. Brad’s process of interpretation encapsulates the inner conversation (Blumer,
1969) that evaluates his actions as a teacher with his preconceived notion of a teacher.
In effect, it is a process of aligning his perceptions of his professional identity as a
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teacher with the reality of his situation. The process may never produce perfect
alignment, but it suggests a process that continually occurs and contributes to Brad’s
process of negotiating his professional identity.

Dissatisfaction with certain situations and significant others is ever present as part of the
nature of teaching, but for all of the teachers in the study, the level of dissatisfaction did
not significantly impinge on their teaching practices or their commitment to being a
teacher. Some teachers expressed a certain level of job dissatisfaction in relation to the
management or the system of education in Japan in general: ‘I don’t know if I can be
honest. Right now, I’m not satisfied.’ (Etsuko, 301008: p.3), however, the same
teachers indicated that the effect was minimal on their teaching. Similarly, various
activities outside the classroom: committee work, or routine activities related to
teaching, such as grading, had varying influences on levels of job satisfaction. Once
teachers were in the classroom, however, and engaging with students, they felt the most
satisfied with their jobs.
A significant influence on the teachers’ levels of job satisfaction was participating in
committees. Committee work is responsible for the administration of the language
programs and participation is a contractual obligation for all full-time teachers. The
involvement in committee work emerged as a major factor in the teaching lives of the
full-time teachers, especially for the Japanese full-time teachers. One of the reasons for
committee work being viewed negatively was the time required for participation on
committees or other obligatory administrative duties often conflicted with the
opportunity to devote time to lesson preparation or development as a teacher: duties that
they saw as not being part of the teaching job or relevant to the role of a teacher in their
positions.

Sometimes I’m overwhelmed by things, deadlines and things, it’s very hard to keep
up with them, because this university has a lot of work. Committee work and
teaching hours. Teaching hours are longer than other universities. So it’s been very
hard. (Orika, 020209: p.10)
The teaching is ok, but, as I said many times, streaming and those jobs weigh it down
and I’m not good at it. So it’s like a waste. (Orika, 202009: p.26)
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As reflected in the responses from Orika, time was a factor that influenced levels of job
satisfaction, even for those without obligations outside the language centre.

Despite the teachers’ description of committee work as boring and irrelevant, Chloe
admitted that participating in committees had some positive influences. Chloe became
involved in a reading project that used books designed specifically for language
learners. As a result of her involvement with the committee, she learnt more about how
to use these books more effectively in her classes. Furthermore, her experience on the
committee and related research had provided her with the opportunity to share her
experiences at conferences, both in Japan and internationally, an opportunity that, she
admits, would have otherwise not been available had she not become involved in the
committee.

Some of the teachers drew on previous work experiences for comparison in responding
to this question.

At Fuji 12 level of job satisfaction was quite high because everybody worked well
together. A lot of fun together … at this university, not a lot going on.
(Tommy, 131008: pp.7-8)
If you wake up in the morning, crying that you don’t want to go to work … my 3rd
year on the JET program. I hated it. Team teaching. (Chloe, 110708: p.15)

Upon reflection, however, the teachers indicated that they were quite happy with
working at the language centre when compared to other teaching contexts, such as
teaching in junior high schools or being a teacher in the JET program.

Commitments and associations outside the workplace also influenced levels of job
satisfaction amongst the teachers. These were seen to be just as important, if not more
than, their work as a teacher of English, such as being an active member in a family
group.

12

A pseudonym for the cram school’s name.
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‘As a family man, I have to think about earning enough money.’ (Brad, 130608:
p.7)

The greater the commitment to his family, the less satisfied Brad felt in his teaching job
due to a reduction in his effort and time devoted to teaching. As a result of this
commitment, compromises were made to find a balance between meeting obligations
associated with the family and performing to an acceptable standard that reflects the
professional identity of a teacher.

It was found that all the teachers, in general, liked teaching: they liked being in the
classroom. What they disliked most about their jobs as teachers was meetings, whether
it was the monthly staff meeting or meetings within the committees in which they are
required to participate. The general consensus was that these meetings were viewed as a
waste of time and rarely proved of value or relevance in terms of professional
development or having a positive influence. In most cases, it made them feel less of a
teacher. This was more so for the Japanese teachers as meetings were more regular for
them and usually longer than those in which the foreign teachers were involved. Adding
to this was the feeling that with so much time being spent in meetings, very little was
resolved. Again the teachers attributed this to the heavy influence of ‘Japanese culture’
in which expression of opinions was suppressed in the presence of those more senior or
at a higher level in the hierarchy. The teachers, however, indicated involvement the
decision-making processes, chiefly through committee work, was valued despite the
claim that their contributions were minimal.

The measure of job satisfaction was found to be a compromise between several factors:
obligations of the job, commitment to others outside of the job (family, for example)
and preconceived notions of teachers’ role. The greatest level of job satisfaction came
from teaching. Teaching provided an important space to measure and evaluate teaching
practice. Interestingly, one of the contributors to job dissatisfaction, as identified by the
teachers, was their obligation to participate in unrelated teaching activities, such as
participating in committee meetings and completing administration work. Yet, the
findings suggest that these activities affect professional identities as they provide a
benchmark against which the teachers measure their qualities as teachers.
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5.2.10 ENGAGING IN THE PROCESS OF CURRICULUM DEVELOPMENT
The relationship the teachers had with the language centre’s curriculum, and those
things that support the curriculum, such as textbooks and other learning materials, held
different meanings and importance. The teachers were asked to describe their
relationship with the curriculum development processes within the language centre and
their level of involvement in the process. The relationship between the teachers and the
process of curriculum development challenged beliefs and values of ELT.

All teachers interviewed claimed to have little individual influence on the development
of curriculum within the language centre. In particular, the foreign teachers felt less
influential on the development of the language centre’s curriculum because of their
exclusion from the key curriculum development committees.

Not really … I did ‘get involved’ in curriculum development but ultimately decisions
came top-down and made my/our work redundant. (Brad, 130309: P. Com)

There was a sense of exclusion from the curriculum development process within the
language centre. They indicated a sense distrust and disengagement amongst the
teachers towards their work environment and the process of curriculum development
was often a source of conflict between the teachers and the management of the language
centre.

The foreign teachers found frustration in not being able to control the development of
curriculum for the classes that they taught, or at least contribute actively in the decisionmaking process towards those areas of the curriculum that through their experiences and
knowledge, require attention to be more effective and in the best interests of the
students. The foreign teachers’ responses suggested their involvement in the curriculum
development process was a natural activity of being a teacher that they were being
denied. The Japanese teachers interpreted the curriculum development process as one
that was out of their control, in which their role was largely as caretaker instead of
innovator.
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The foreign teachers’ temporary employment status was found to be a main source of
concern, which created a feeling of ‘being left out of the loop’ of the decision making
process. The full-time foreign teachers explained that they were often excluded from
core decision-making committees, such as those that develop curriculum or decide on
educational policy for the language centre. This raised an interesting issue: how close
should teachers get to the core administration and management of the context in which
they are employed? In other educational contexts, such as elementary schools in Japan,
curriculum policy is set outside the school with the teacher having relatively little input
into the curriculum development process. The Ministry of Education (monbusho) make
most of the major curriculum design and language policy decisions. While the decision
on the number of required English language classes rests with the Ministry of
Education, the actual content of classes is largely at the discretion of the curriculum
development decision makers within the language centre. In a teaching context,
however, such as the one in this study in which the teachers are in close proximity to the
decision-making and development process, this raises the question of proximity to
decision-making processes.

I’m a bit bitter. I’ve made some comments in meetings asking why don’t you just
let us stay? (Daryl, 171008: p.12)

Daryl’s comment refers to the issue of permanent employment and a sense that the
university or management of the language centre does not take issues raised by foreign
teachers seriously. The bitterness towards the university’s administration implied in
Daryl’s comments was reflected in many of the foreign teachers’ responses: a sense that
their value as professionals was not recognised.

Vignette 5.1: Thanks, but no thanks.

Recounting an attempt to actively engage in the curriculum development process,
three of the foreign teachers reported how they became involved in a curriculum
committee that was established to provide recommendations to the language centre’s
core curriculum committee. It was a committee that attempted to represent the views
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and opinions of the foreign teachers within the language centre, both full-time and
part-time, to the core curriculum committee, which was comprised of tenured
Japanese teachers. The main motivation for the teachers’ involvement was the
assumption that their views would be considered in the developing curriculum policy
for the language centre. However, the teachers described their involvement as ‘a big
waste of time’ (Brad) as they felt their views were not treated seriously by the
members of the core curriculum committee. As a result, not long after the foreign
teachers had established the committee, it ceased to exist. (Brad, Chloe and Daryl)

Alice interpreted her role in the process of curriculum development within the language
centre as having a certain level of impact, while also realising the limitations that came
with such responsibility. According to Alice, for a teacher outside the controlling
committees to initiate new curriculum initiatives is extremely difficult because the
classes, the titles, and the number of classes, are approved by the Ministry. For a new
class with an innovative curriculum to gain approval requires a significant amount of
negotiation. She recalled teachers who conceived and developed courses, fought hard
to have them approved, and then became fiercely protective whenever amendments
were suggested or changes were made by others not as strongly connected to the
development of the course.

I think the danger when you create a course, of course, is you create the materials
and sometimes you hang onto things that aren’t working so well because you
sweated blood for it. (Alice, 260508: p.4)

The comments offered by Alice, of the foreign teachers being protective of their
contributions to curriculum development, suggest a paradoxical situation for the foreign
teachers. On the one hand, they wanted to be involved in the curriculum development
process, seeking some level of recognition for their efforts from the management of the
language centre, yet when their work is accepted and implemented, they protect it from
critical evaluation or suggestions for improvement. This reluctance to open up to
analysis limits opportunities to maximise the effectiveness of the curriculum.

Of the Japanese teachers interviewed, five shared a common vision of participating in a
process of change to English language education in Japan for it to be more effective in
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achieving learning goals and outcomes. Their focus on contributing to the process of
making changes stems from their personal experiences of learning English and through
their studies related to language learning, mostly in their time as post-graduate students
in countries where English is the main language, or one of the main languages.
Although they shared a common desire to make changes, they felt restricted in fulfilling
these wishes due to the rigid hierarchy, and the action of certain individuals within the
hierarchy of the language centre. They indicated a certain level of frustration in not
being able to apply what they had learnt overseas in their post-graduate courses, or
simply not being recognised for having knowledge that could address the often asked
question by the university and the Ministry of Education: Why are Japanese students so
bad at learning English?

The findings indicated that all full-time Japanese teachers had some level of input into
the curriculum development process, but they chose to be less confrontational. They
preferred a status quo, accepting the work of others despite it often conflicting with their
beliefs and knowledge of language teaching. Whilst they realised that more could be
done to maximise the effectiveness of the lessons, they were resigned to the fact that,
according to Ichiko, ‘it could be Japanese culture’ that created a barrier to any attempts
for change. Ichiko’s use of the term ‘Japanese culture’ was used liberally in her
responses, but she found it difficult to explain or provide any clear definitive
characteristics.

Atsushi commented that he was happy as long as he was a teacher. He would like to
make changes to the approach to teaching English within the language centre, but he felt
that he was not high enough within the hierarchy to make a difference. He felt that to
change something, he needed to be a member of an upper or core committee. The
cultural aspect of kohai/sempai (後輩/先輩), or junior/senior, that indicates hierarchy in
a relationship throughout Japanese society is prevalent throughout the workplace: the
younger teachers claiming their lower levels within the language centre prevented them
from voicing their opinions freely, and even Umi, who had worked at the language
centre for almost 30 years, still felt as though she was not in a position to voice her
opinions as freely as those whom she regards as having a higher status within the centre.
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Despite the challenges, all of the teachers claimed they were focused on attempting to
make the lessons as interesting as possible for the students, an indication of their level
of commitment to being a teacher. As most of the foreign teachers preferred not to use
the assigned textbooks in the classroom as extensively as instructed by the management
of the language centre, they were constantly seeking out new and innovative activities
and tasks to meet lesson goals with the aim of stimulating students’ interest in learning,
and engagement with, the language. One teacher commented: ‘These kids are from the
video generation, so their attention span is short.’ (Chloe, 110708: p.7).

In terms of commitment to curriculum development, it was found that the closer the
content of the lesson was to the teachers’ personal interests or expertise, the more
positive they felt about teaching: Tommy finding opportunities to teach about his vegan
lifestyle, Atsushi imparting his knowledge on learner motivation to students who aspire
to be teachers of English, or Eunice sharing her stories of her work with a non-profit
organisation. Bringing a more personal perspective into the classroom Yuuka believed
that Japanese people are wealthy in comparison to others in the world and therefore
should ‘do something in the world’. It was this belief that attracted Yuuka to teaching
EFL because she wanted to help her students to be global citizens. As a result, the
teachers expressed greater confidence in their abilities as teachers, more than teaching
other areas of English, such as grammar or essay writing skills. However, if the class
proved difficult or was not seen as being highly motivating for students, which teachers
felt influenced negatively on students’ learning outcomes, they began to question their
abilities as teachers and whether they were reaching their full potential as teachers.

Classroom teachers should be involved in curriculum research and development as these
relate to their own classrooms (Nunan, 1990: p.62). Yet the findings indicate the
teachers’ access to the curriculum development process is limited. However, within
these limitations, the findings showed the teachers were resourceful in adapting their
beliefs and practices to the teaching context. As explained in chapter 3, symbolic
interactionism views objects to have different meanings for different individuals. The
meaning of objects for individuals arises fundamentally out of the way the objects are
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defined to an individual by others with whom they interact (Blumer, 1969: p.11). The
exclusion or limited access to the development process may have been viewed as
negative behvaiour, but the teachers also found the limitation a challenging opportunity
to find compromise between their beliefs as professionals and the challenges they
interpret within their situations.

The exclusion from the process of curriculum development made the teachers question
the value of their contribution as professionals. One of the reasons for this feeling of
distance and dissatisfaction towards the curriculum is the limit to their sense of
ownership. As Nunan (1990) indicated, teachers should be part of the curriculum
process. Teachers develop ownership over the process of adapting their knowledge in
order to practise their teaching skills. Limitations placed on their involvement in the
curriculum process challenges their sense of ownership and notion of professional
identity.

5.2.11 TOOLS

OF A TEACHER: INFLUENCE OF PHYSICAL OBJECTS ON PROFESSIONAL
IDENTITIES

Interpretation of physical objects (such as lesson materials, textbooks, clothing and
workspace) were found to be active in how the teachers negotiated their professional
identities as teachers of English. A common challenge of teaching in this context
identified by most teachers was creating lesson material that would be of some interest
to the students. Resource materials, lesson plans and textbooks were the most common
items teachers referred to as their ‘tools of trade’: the things the teachers felt were
needed to support their performances in the classrooms.

Textbooks, whether assigned or supplementary, were found to offer the most common
source of ideas for teachers in helping to develop lessons and activities. The research
indicated Japanese teachers were more reliant on textbooks for ideas than the foreign
teachers. Despite having a relatively solid background in second language education
theory, some Japanese teachers commented that they struggled on a practical level when
it came to creating lessons. ‘I try to change it more to be more Japan focused. That kind
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of problem I always face.’(Ichiko, 040708: p.1) Furthermore, the Japanese teachers felt
more obliged to use the textbooks than the foreign teachers, partly because of their
relevance to the end of semester standardised tests, but mostly out of respect for those
who are responsible for selecting the texts for all of the required classes.
I have to be sensitive to the schedule. (Orika, 020209: p.18)

I have to use one textbook. I have to follow the common syllabus and sometimes that
makes me feel I want more freedom. (Atsushi, 240608: p.7)

The Japanese teachers mentioned the well-being of the students in their goals but they
indicated an obligation to follow a more rigid curriculum laid down by others out of
respect for the decisions made by the others. Some felt that they had limited freedom in
the required classes to do anything innovative. The foreign teachers, on the other hand,
tended to collaborate, or ‘bounce’ ideas off, with other teachers in addition to consulting
sources such as textbooks and websites on the Internet in their attempts to broaden and
enrich learning materials and activities. It may be suggested from these findings that the
foreign teachers were more active in the lesson design process, based largely on what
they thought the students needed in language instruction, while the Japanese teachers
felt restricted in what they could do in the classroom because of their commitment to the
administrative processes within the language centre. While differences between
Japanese teachers and foreign teachers have been highlighted, they would seem to be
largely superficial and reflect different approaches to achieving the same goal rather
than defining factors of their professional identities as teachers.

The findings also showed teachers personal identities’ influenced their actions in the
process of lesson conception and preparation. Yuuka explained in great detail during the
interviews the materials she used in various classes, created during her time as a
translator with a major media company, and Tommy, a vegan, explained how he
incorporated ideas from his lifestyle and books that he reads related to his particular
way of life. Both teachers argued that they felt students benefited from ‘real life’
examples such as these, as well as giving depth and relevance to what they described as
an otherwise uninteresting and demotivating curriculum. The meaning of objects of
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personal significance were negotiated and reinterpreted in order to adapt meanings for
use in their professional worlds. The meanings of the objects remained the same for the
teachers, but the reinterpretation involved a process that attempted to communicate a
representation to students that could be shared and used as an effective tool for
achieving learning goals.

Digital and information technology, such as iPods and tools for lessons and
administrative work, such as online curriculum management systems emerged as key
tools. Eunice and Tommy, for example, used their iPods to play music during class time
as a means to enhance the learning environment. Daryl relied on his mobile phone and
computers for managing his administrative work as well as organizing and developing
content for his lessons. Explaining their decisions, the teachers used these devices as a
means of broadening the opportunities for language learning and maximising exposure
to the language and cultural aspects related to language. Other items considered
necessary for their performance as teachers of English described by the teachers
included highlighters used for grading (Alice), reward tokens given out to students who
voluntarily ask and answer questions (Chloe), and music played during the lesson to fill
in the quieter moments and create a more relaxed atmosphere for students to engage in
language learning activities (Eunice). The playing of music was also an attempt to move
away from stereotypical images of rigid, impersonal teachers with whom students were
more familiar to someone who was more of an equal (Eunice). What emerged from this
discussion on textbooks and materials was that the foreign teachers were more willing
to be creative in developing lesson ideas and using resources and devices than their
Japanese teacher counterparts. One explanation could be that the restrictions the
Japanese teachers feel that are placed upon them by the management of the language
centre to remain faithful to the established curriculum, limits opportunities for creativity
in lesson design and, by association, effective student outcomes.

Like all professions, teachers of English need physical objects, or tools of trade, to
fulfill their teaching roles and meet expectations of key stakeholders, including
themselves. The meaning placed on those objects by individuals influences the process
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of negotiating professional identity. It is an opportunity to personalise a part of their
professional lives that make them feel more comfortable as teachers.

5.2.12 THE INFLUENCE OF QUALIFICATIONS ON BECOMING A TEACHER
The meaning placed on qualifications is a fundamental factor affecting professional
identities. Qualifications not only represent achievement in knowledge and skills
specific field of study, but they also contribute significantly to how others views
individuals as professionals in their field. The role and value of qualifications relative to
a sense of being a professional teacher was the rationale for asking the teachers to
describe the influence their qualifications have had on becoming a teacher of English.
They were asked questions exploring how they described their qualifications in relation
to their current performance as teacher, the influence of these qualifications in relation
to their performance as teachers of English in the future, and thoughts on suitable
qualifications needed to be teachers of English in a higher education context in Japan.
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Table 5.1: Qualifications of the teachers
PARTICIPANT

Alice

UNDERGRADUATE
DEGREE (PLACE)

POSTGRADUATE
DEGREE (PLACE)

OTHER

INTENTION TO

QUALIFICATION
(PLACE)

CONTINUE TO
STUDY

Thinks about it
but no great desire
No
No
No
Interested in PhD,
currently doing
further studies,
though not
directly related to
teaching English
as a foreign
language
No
Perhaps
Perhaps but not in
TESL
Feels obligated,
but financially
limited
Maybe

B & C (1)

B (1)

None

Brad
Chloe
Daryl
Eunice

B (1)
A (1)
C (1)
B (1)

A (1)
A (1)
A (1)
A (1)

None
None
None
C (1)

Atsushi
Ichiko
Umi

B (3)
C (3)
C (1)

A* (1 & 3)
A* (1 &3)
A & C (1)

No
None
None

Etsuko

A (1)

A (1)

None

Orika

B (3)

A & C (1)

Jenny

C (1)

B (1)

Teaching license
to teach in
Japanese school
system
None

Barry

C (1)

None

None

Tommy
Yuuka

C (1)
B (3)

None
A (3**)

None
None

Undertaking MATESOL by
distance at time of
interview; would
like to do PhD,
but no definite
plan
Undertaking MATESOL at time of
interview
No
Applying to
undertake PhD at
time of interview

* Denotes multiple postgraduate degrees
** This teacher attended an American university which has a campus located in Tokyo
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Table 5.2: Coding of educational biographical information
CATEGORY OF QUALIFICATION

CATEGORY OF COUNTRY WHERE
EDUCATION WAS UNDERTAKEN

A

B

C

– directly related to second language
acquisition (SLA) and education, chiefly
ESL
– not related to SLA, but related to the study
of English literature and/or education in
other fields
– not related to either SLA, English or
education

1

- Country where English is an official
language

2

- Country where English is a lingua
franca

3

- non-English speaking country

The biographical data, degrees and place of study have been coded to minimise the risk
of teachers being identified from the details (refer to Table 5.2). The value of this
information is not in analysing the institution or a country’s particular system of
education, but merely to identify from which educational philosophy the teacher
emanates - either Western systems found in places such as Australia, the United States,
or Canada, or what some may identify as Eastern, drawing on Confucian philosophical
thought that has been influential in the education system of Japan - and explore the
influences that these philosophies may have on the teachers as teachers of English.

The degrees studied at undergraduate level shown in Table 5.1 are from a range of
disciplines not specific to teaching English as another language, nor education in
general. Whilst a degree in a related discipline or subject area to teaching English is
desirable, for example, linguistics or teaching English to speakers of other languages
(TESOL), it is not a prerequisite to gain employment, either by the university or the
Japanese ministry of Education, especially for those employed as part time teachers. A
masters degree is a prerequisite for full-time employment at a university, though the
major is not required to be related to teaching English or related subjects, such as
linguistics. All full-time teachers earned a postgraduate degree from a non-Japanese
university, mostly from the United States of America.

Only two teachers in this study had qualifications from both undergraduate and
postgraduate levels that were directly related to teaching English as a second language,
while five others had undergraduate degrees in education or subject areas related to
English as a language, but not specifically to TESOL. Teachers were asked to reflect on
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their higher education learning experiences and describe how these experiences
influence them as teachers. The teachers’ choice of majors for their undergraduate
degrees reflected their personal interests or passions: anthropology, English literature,
tourism, and psychology. Despite following their passions or interests beyond
undergraduate studies, however, most were either not interested in pursuing a career in
their chosen field, despite following their passions or interests beyond undergraduate
studies. Paradoxically, in their present role as teachers of English, many of the teachers
claimed that despite not having a solid grounding in abilities to teach English as a
foreign language, the knowledge and experiences from their undergraduate years had
helped them in teaching, in particular, content-based classes and elective classes.

All of the teachers had post-graduate qualifications in either TESOL or linguistics. In
their practice as teachers, they indicated being engaged in a process of constant
evaluation of the knowledge content from their courses with its practical application in
the classrooms. The major concern of the teachers was that the theory they had learned
throughout the courses inadequately prepared them for what they experienced when
they started teaching English, especially for those whose first teaching situation was in
Japan. Chloe felt that qualifications needed to be more applicable and relevant. ‘…this is
education, so you need an education degree.’ (Chloe, 110708: p. 13)

Japanese teachers interviewed held more postgraduate qualifications than the foreign
teachers: two had doctorates in TESOL. One of the Japanese teachers, Atsushi,
explained that the value of a doctorate represented a commitment to doing research,
something he hoped would eventually be seen as credible enough to gain employment
in the area of his research interest at a more prestigious university. For those with
doctorates, however, reaching the higher levels of education did not equate to greater
confidence in ability to perform as a teacher. Despite earning two master’s degrees and
a doctorate, Ichiko confided that she felt her training to be a teacher of English was
insufficient. This expression of doubt appeared partly based on her impression of the
courses she undertook during her time as a postgraduate, feeling that the TESOL course
was not effective in training her as a teacher: ‘That’s why I’m struggling as a teacher.’
(Ichiko, 040708: p.4)
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The teachers were asked also whether they intended to undertake further studies related
to being a teacher of English. Whilst most indicated that they would like to earn a
doctorate, most were happy with their present level of qualifications. The commonlyheld perception implied from the research results was obtaining a doctorate neither led
to better work conditions nor deepened their interests in committing to the field
academically. Echoing these sentiments, and describing herself as a practical person,
Alice, a full-time foreign teacher, remarked that obtaining a doctorate qualification
would be good, but ‘practically speaking, I also need to live my life.’ (Alice, 120508:
p.13)

As mentioned previously, part-time teachers were not required to have earned a
master’s degree. However, for the part-time teachers, earning a master’s was seen as a
career move: specifically, the key to gaining full-time employment. Whilst they enjoyed
the freedom associated with being part-time, they preferred the security and sense of
permanency that they felt would come with full-time employment. Only one of the
foreign part-time teachers, Tommy, declared no real desire to work on gaining a
master’s. Although he did make an attempt to study an MA in TESOL or linguistics by
distance, Tommy found the course difficult, primarily because he lacked interest in the
subject matter. As a result of our conversations, though, Tommy began inquiries into
another TESOL masters program, but at the conclusion of our interview sessions, he
remained uncommitted to continuing his education.

The value of qualifications to professional identity is important. Attaining qualifications
specific to TESOL gave the teachers a certain level of confidence in their views as
teachers and their teaching practice. The meaning of qualification as a symbol of
knowledge contributed to how others viewed the teachers professionally. Yet there
remained doubts on the minds of several teachers whether they were sufficiently
qualified for their positions as teachers of English. One reason is perhaps the lack of
guidance from a framework or standards of teaching practice that provides a process
allowing teachers to validate their knowledge and skills, and formalise recognition of
their professional identities beyond their immediate contexts.
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5.2.13 PROFESSIONAL IDENTITY AND LANGUAGE
Language is a significant object affecting the professional identities of the teachers. It is
the basis of their profession, means of communication and object of representation
within their teaching worlds. The teachers were asked about their language skills,
experience learning languages and the influences these had on their professional
identities as teachers of English as second language development forms the ‘content’ of
this discipline area. All of the teachers had at some stage in their lives experienced
formal instruction to learn a language, and, most are still engaged in either active or
passive language learning activities.
Table 5.3: Language abilities of the teachers
FOREIGN
THE
TEACHERS

MOTHER
TONGUE

LEVEL OF
JAPANESE
(MOSTLY
SPEAKING
SKILLS)

OTHER
LANGUAGES

JAPANESE
THE
TEACHERS

MOTHER
TONGUE

LEVEL OF
ENGLISH

OTHER
LANGUAGES

Alice

English

Low
intermediate

Spanish &
Italian

Atsushi

Japanese

Describes
reading &
writing as
best skills,
though
considers
overall level
is low

None

Chloe

French

Advanced

English

Umi

Japanese

Advanced

German

Brad

English

Low
intermediate

None

Ichiko

Japanese

Advanced

None

Daryl

English

Advanced

Dutch

Etsuko

Japanese

Advanced,
but feels her
level is
dropping

None

Eunice

English

Intermediate

French

Orika

Japanese

Advanced,
but feels
academically,
it’s not good

None

Jenny

English

Basic

None

Yuuka

Japanese

Advanced,
feels
comfortable
with her level

German

Barry

English

Low
intermediate

Learning
Spanish
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Tommy

English

Intermediate

None

Table 5.3 shows that overall the teachers had experiences as language learners at
various levels of learning, either as a requirement of their formal education or out of
personal interest and motivation to learn another language. For the foreign teachers,
learning a language other than their mother tongue was not a major requirement during
their formal school years, though most have had a certain level of language learning
experience. The Japanese teachers, on the other hand, were required to learn English for
a substantial period during their formal school years, with only two, Umi and Yuuka,
learning an additional language beyond high school. The Japanese teachers found that
their overall experiences learning English were not the most pleasant, commonly
describing them as boring and irrelevant. They also commented, however, that from
these experiences, they had tried to ensure that when teaching, to avoid repeating the
same approaches to language teaching that they had experienced.

And then after entering senior high, my interest in English and English culture got
bigger. So I thought maybe I’ll be an English teacher. After I entered the university,
I was shocked because I couldn’t understand what my teacher was saying. So while I
had been studying English for six years, I couldn’t understand what he was saying.
So I thought there was a problem with English education in Japan. Ok, I’ll change it.
I decided to study about English education in the US because of that shock. And I
thought to change English education in Japan, I have to be a teacher of teachers.
(Atsushi, 060608: p.4)

Of the six Japanese teachers, four had negative language learning experiences in earlier
educational contexts. Atsushi’s awakening towards the deficiencies in his own language
skills during his years at university was cause for reflection on how he could improve
his own language proficiency in English. In the process, though, he also identified
failures of English language teaching and learning in the Japanese education’s system.
As a result, he dedicated himself to a career of improving English language learning
within the Japanese education system with a specific focus on motivation. Japanese
teachers who had an interest in teacher education argued that this type of awakening and
subsequent dedication to the field of language teaching in Japan needs to be recognised
and supported by the university and government. They felt that it is this inside
knowledge and experience that will greatly benefit the development of effective
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language learning at a localised level in Japan. In Atsushi’s case, an object that affected
his professional identity as a teacher of English was his experiences learning English.

The teachers were asked to describe their level of proficiency in Japanese (for the
foreign teachers) or English (for the Japanese teachers). The level of Japanese amongst
the foreign teachers ranged from basic to advanced, while the Japanese teachers felt that
despite using the term “advanced”, their levels of English were dropping, especially at
an academic level. All of the foreign teachers had at least conversational level in
Japanese language skills, speaking Japanese described by most as the strongest of the
skills. While most of them had the desire to improve their levels of language proficiency
in Japanese, they admitted to lacking the motivation to engage in any significant
language learning activities, such as enrolling in Japanese language classes.

Debate continues in the literature as to the effectiveness of English-only policies in the
language classroom (Auerbach, 1993; Canagarajah, 1999). While not language centre
policy, the teachers claimed to conduct lessons in as much English language as possible,
claiming that this provided students with the opportunity to maximise their exposure to
the language. Some teachers, however, admitted to using Japanese language to aid
students, such as giving explanations. Yuuka tried using only English with her classes,
however, felt that it was somewhat ineffective given the low levels of the classes she
taught. She felt that it wasted time trying to explain in English what would otherwise
take a fraction of the time to explain in Japanese.

On a related matter, concerning Japanese language skills of the foreign teachers for use
in the classroom, both foreign and Japanese teachers’ views were mixed on whether it
was necessary for foreign teachers of English to have a certain proficiency level of
Japanese language. Three of the Japanese teachers argued that foreign teachers of
English in Japan should attempt to learn Japanese if not only to ‘put themselves in the
shoes of the students’ (Barker, 2003). The determining factor, though, was the intention
of the teacher: if the teacher only wanted to teach then it was felt that Japanese was not
needed; if the teacher wanted to gain tenured employment and become more involved in
the university system, which would require more involvement in administrative
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activities, a high level of proficiency in Japanese was seen as a major requirement.
While all the foreign teachers saw the advantage in having the higher skills in Japanese,
none indicated a deep commitment to develop their skills. One hypothesis drawn from
this could be that a certain level of cultural arrogance exists within the foreign teachers’
approach to teaching English within this context: a certain level of linguistic
imperialism (Canagarajah, 1999). This is not only evident in the use of English by
foreign teachers as the predominant language within the language centre, but also in
how they feel they should be treated by management: an expectation that they should be
treated as equal to their Japanese teacher peers.
There remains a perception amongst the Japanese teachers that native-like proficiency
level of English is the ‘Holy Grail’ of being an effective teaching of English and until
that level is reached, their teaching of English is inferior. The foreign teachers seemed
hold the perception that English be the dominant language within the language centre.
The source of this perception is perhaps its importance in the curriculum, but also
because there is an assumption that all staff within the centre are proficient users of
English whereas not all staff are proficient users of Japanese.

5.2.14 INTERPRETING THE CONCEPT OF ‘PROFESSIONAL DEVELOPMENT’
It’s a name we give to all of those things. In an academic environment, those are
the things you’re expected to do. (Brad, 270608: p.4)
Improving skills you already have and learning something new.(Daryl, 171008:
p.10)
To further evaluate, recycle, review what either you know or don’t know, just
don’t get stagnate [sic]. Supposed to be a better teacher or find ways to be a
better teacher. (Chloe, 110708: p.11)
What dos it mean? It’s a matter of course … it’s a natural thing … necessary thing
for any profession. I don’t know how to answer the question… It’s a vague term to
me. (Atsushi, 060608: p.9)
Learning as a teacher. Learning to become a better teacher, researcher. Learning
is everything for me. (Ichiko, 040708: p.3)
It’s never ending … Polishing those skills are getting a better position
psychologically or mentally. (Barry, 200608: p.5)
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Teaching is not just a skill because you are published … Professional development
comes from within you. You have to want to develop, be willing to change, be
willing to crucially look at yourself. (Umi, 091008: p.4)

Professional development is an often misunderstood concept in the context of teaching
English in higher education in Japan (Peake & Fraser, 2004). This research found that
the teachers interpreted the concept of professional development and its relevance to the
process of negotiating professional identities as teachers of English in a variety of ways.
From the responses given by the teachers, there were some indications that the term
‘professional development’ was assumed rather than explicitly understood. Most of the
teachers were familiar with the concept and could describe activities commonly
associated with it, however they found it difficult to define core attributes that
commonly characterise professional development. Furthermore, they viewed their
actions and behaviour as teachers as professional and indicated that they understood the
importance of professional development in their roles as teachers, yet almost all of the
teachers rarely engaged actively or routinely in activities focused on professional
development.

The teachers were asked to name professional development activities in which they had
engaged or with which they were familiar. The more common activities described
included: presentations at conferences, publication of articles in journals, attending
conferences, ideas from others -‘Stealing an idea from somebody is to me professional
development because if you can directly apply it …’ (Chloe, 110708: p.11), belonging to
industry associations, peer observation, further qualifications, self-teaching, interacting
with other teachers, and self-reflection. Those activities in which they did engage, had
more of a confirmation effect rather than a developmental one, as reflected in one of the
teacher’s comments about workshops:

To be honest, I thought “Oh well, yeah I already do that.” but it was good in that
it was reinforcing that “Oh I do that”, but other teachers do that and it works too.
(Umi, 091008: p.5)

According to the teachers, professional development was defined by the number of
publications of research papers or presentations given throughout the academic year.
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The research suggested that this was influential on management’s decisions to renew
contracts: a major concern for the full-time foreign teachers.

I think it’s [professional development] very ambiguous. In a way, I’ve been told
different things at different times. “What’s important is your teaching and what
you do in the classroom with your students.” And I’ve also been told for your
career here, it’s very important that you develop professionally and what
presentations have you done and what papers have you written. So I think it’s very
mixed. When I came here, I was hired by the director and she made it quite clear
that she wasn’t too bothered about presentations and papers because that was for
our CV and that benefits us. What she was interested in was what are you going to
do for the department? What are you doing for the students? And I was recruited
on that basis and subsequently rehired on that basis. And then at another meeting
with a new director of the FLC was asked how many papers had I written? How
many presentations had I made? And when I pointed out that that wasn’t
considered important by the previous director, I was told ‘Well directors change.’
So I told them that they moved the goal posts, which I thought wasn’t good. But
also they were moved without telling us. It’s very ambiguous, confusing message
about what we are and what we’re expected to do. (Brad, 270608: p.5)

The importance of professional development towards improved teaching practice in
general education and how it was an integral attribute of teaching culture was discussed
in chapter 2. Brad’s comments, however, suggest that the importance of professional
development and its relationship to improved learning outcomes in EFL contexts are yet
to be fully embraced or comprehended by the management of the university. The
language centre’s minimal awareness of the effects of engaging in effective professional
development and its suggested correlation with levels of quality in teaching has
implications for the negotiation of the teachers’ professional identities.

The research findings suggest that professional development in this context tends to be
something mostly done ‘on the job’ rather than taking time out and engaging in specific
activities, with attending conferences to be the most commonly defined professional
development activity. Professional development activities tend to be limited to either
those that can be incorporated into the day-to-day life of the teacher (reflection,
evaluation, conversing with colleagues), or those that are closely linked to conditions of
employment (publishing a paper, presenting at a conference). One reason for the limited
engagement in professional development activities is an assumption by both
management and teachers that enough is already being done to maintain levels of
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knowledge, skills and professionalism. The absence of an established system of
professional development has left a void in the teachers’ interpretation of their value as
professionals.

5.2.15 THE ROLE OF PROFESSIONAL ASSOCIATIONS IN THE PROCESS OF NEGOTIATING
PROFESSIONAL IDENTITIES AS TEACHERS OF ENGLISH
Many professionals look towards, and are guided by, professional associations on
matters such as codes of conduct and standards of practice, and they provide a platform
for a system of networking with peers and a source of current and relevant information
specific to the field. The research findings, however, suggested that the teachers
received minimal professional guidance from the national associations nor did they
indicate their commitment to any code of conduct or framework of standards, unlike
their peers in mainstream education.

There are two main associations in Japan to which teachers of English may join as
members: JALT and JACET 13. Both organisations provide an opportunity to network
with others in the field, share research and teaching practices, and receive support on
various issues related to teaching English in Japan. The divisions constructed in the
language centre also remain in the organisation teachers belong to: the members of
JALT are mostly foreign nationals, while the members of JACET are mostly Japanese
nationals. The foreign teachers tended to favour attending the JALT annual conference
while the Japanese teachers tended to favour attending the JACET annual conference.
This is despite both organisations being open to all English language teachers.

The research found that the foreign teachers spoke negatively about the Japanese
Association for Language Teaching (JALT). They were very critical of the effectiveness
and professional contributions of its publications and conferences: ‘I’ve been to some
conferences. Some are good. Some are not. It’s that qualified people amongst a sea of
13

JALT – Japan Association of Language Teachers
JACET – Japan Association of College English Teachers
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boobs again.’ (Chloe, 110708: p.13) While the research suggested that the JALT
organisation offered some positive benefits, in reality the teachers felt that the
organisation offered very little help in addressing daily challenges of teaching English.

It also emerged from the research that involvement with organisations that were nonteaching had a strong influence on some teachers in how they saw themselves as
teachers and how they interacted with their understanding of what it means to be a
teacher. At the time of being interviewed, Eunice belonged to, and was heavily involved
in, a non-profit organisation that had an association with the university. Upon her own
admission, her work in this organisation tended to overshadow her role as a teacher,
however she felt that although not part of her teaching responsibilities, it was important
to show the students that they were to do something. She felt that it was her
responsibility to act as a role model in demonstrating to students the possibilities of
exploring their potential. Eunice remarked that when she participated in the organisation
with the students, she felt less like a teacher and more like a colleague.

The absence of external professional guidance, common in other professions, could be
the reason for the teachers feeling isolated within their teaching context and lacking
confidence in their interpretation of their skills and knowledge.

They lack the

professional support and framework that provides standards for teaching practice and
therefore a process to measure their value as professionals.

5.2.16 INTERPRETING PAST CAREER EXPERIENCES
Past career experiences were found to be influential on how the teachers viewed
themselves as teachers in their present context. Similar to past learning experiences, the
teachers interpreted their experiences in previous careers relative to their present selves
in order to develop meaning and negotiate their professional identities as teachers. Past
experiences for some of the teachers were used as a benchmark against which the
teachers gauged a sense of achievement or success in what they did as teachers and how
they felt about themselves being teachers in the profession. The research suggests they
were shedding the skin of one professional identity as part of the process of negotiating
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a new or enhanced professional identity as a teacher. The reliance on, and interpretation
of, past episodes and experiences influences the negotiation of identity in the present
(Blumer, 1969). Most teachers interpreted past experiences such as, working at a
conversation school, junior high school or on the JET program, for example, as a type
of apprenticeship. In retrospect, all teachers saw working at university level as
advancement in their careers as teachers of English.

All teachers had experiences in teaching prior to gaining employment at the language
centre, while a few had also worked in non-education related jobs. Some of the teachers
had experience in teaching English as a foreign language only, while others had
experience both in teaching English as a foreign language and in teaching in general
education contexts, such as high schools or elementary schools, in subject areas that
included, but not restricted to, English.
Table 5.4: Years of experience as a teacher
PARTICIPANT

Alice
Brad
Chloe
Daryl
Eunice
Atsushi
Ichiko
Umi
Etsuko
Orika
Jenny
Barry
Tommy
Yuuka

TOTAL NUMBER OF

TOTAL NUMBER

YEARS AT

YEARS SPENT
LIVING IN JAPAN

YEARS SPENT
TEACHING
(IN JAPAN &
OTHER COUNTRIES)

CURRENT
UNIVERSITY

12
11
11
14.5
10
n/a
n/a
n/a
n/a
n/a
7
12
13
n/a

12
11
11
14.5
10
7
3.5
28
9.5
15
7
12
13
5

6
6
2
4
4
2
2 months
26
1.5
2
6 months
4
4
2

At the time of this study, the average number of years the teachers had spent in teaching
was approximately 10.5 (refer above to Table 5.4; excluding the highest of 28 years and
the lowest of 3.5 years 14.) All of the foreign teachers, both full-time and part-time,
14

Umi had been a teacher for 28 years with the language centre, while Ichiko had spent only 3.5 years as
a teacher of English. She took time out to complete her masters and doctorate and had been with the
language centre only two months at the time of being interviewed.
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started their teaching careers in Japan. All of the Japanese teachers began their teaching
in either elementary or junior schools in Japan despite lacking formal education
qualifications and training, a common situation within the general education system in
Japan. The Japanese teachers possessed a teacher’s license: an accreditation that permits
individuals who have passed the applicable assessments to teach at schools regardless of
their major. The Japanese teachers with this accreditation felt it provided minimal skills
and knowledge for effective teaching practice.

Umi, a full-time Japanese teacher, was unique because apart from a brief experience of
teaching adult migrants in the United States, she has spent all of her teaching life at the
same university. Adding to her uniqueness, Umi spent most of her early life in Japan,
but was educated at schools with English immersion approaches to teaching and so she
has no real experience of the Japanese education system. Despite not having
experienced ‘the system’ firsthand, and although not having taught at an elementary
school or a junior high school, unlike her Japanese colleagues, she had worked with
high schools as a part of a joint initiative between the university and local schools. She
found these visits as ‘good learning experiences’ and ‘an awakening’ to see what
students experienced before reaching university and witnessing how teachers dealt with
some of the problems. The insights from these interactions with local schools, according
to Umi, had been valuable in understanding her students better. Umi felt this experience
allowed her to effectively prepare for her teaching.

Past experiences were given meaning when interpreted in relation to teachers’ current
positions and, reflected upon as something positive in contributing to who they are
today as teachers of English. This was despite whether they saw themselves as failures
or successes, employed in poor work environments or better ones.
Being curriculum coordinator at Maranuchi15 influenced … prepared me for developing
curriculum here...each of the materials development we did there as a team has definitely
influenced, greatly influenced my style of teaching. (Alice, 120508: p.3)

15

Maranuchi – pseudonym for the university where the teacher had worked previously.
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Alice reflects not only on the experiences of developing curricula, but also on her
interaction with others. In her position at the time of this study, she drew on these
resources to provide a benchmark for performance and actions. Alice interpreted the
events and experiences of the past relative to her current situation, broadening her
knowledge and skills that intensifies her interpretation of professional identity as a
teacher.

Several of the teachers commenced their working lives in areas unrelated to education,
though for the Japanese teachers, their jobs were related in some way, with the English
language being a core skill of what they did. Yuuka began her career as a translator for
a media company, and Orika worked for an international company that dealt chiefly
with the United States.

The foreign part-time teachers were more likely to have started their professional
careers in occupations other than teaching: hotel manager, psychologist, and casual
tradesperson. The biggest attraction for the part-time foreign teachers becoming a
teacher of English was the opportunity to travel and experience different cultures.
Lifestyle and earnings were also a major factor in deciding to become a teacher.
Tommy, a part-time foreign teacher, came to Japan as a tourist, planning to travel only
around the country for a short time before returning to his home country. With virtually
no qualifications or experience in teaching English, he found work in a conversational
school. The conversational school significantly influenced him as a teacher. According
to Tommy, the school provided a great system of professional development in terms of
class management, lesson preparation and collegial collaboration, which he attributes to
how he performs in his current role as a teacher of English. Over the following 13 years
of living in Japan, his attraction to stay became stronger, so too did his desire to develop
as a teacher of English. Tommy is quite happy to remain a teacher of English within the
context of higher education, but he also has plans to leave teaching to pursue ventures
closer to his personal interests.

Each teacher had unique career experiences prior to their current teaching positions. The
research findings showed that each teacher interpreted these events as meaningful
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episodes, significant to how they saw themselves as teachers in the present, valuable
resources on which to draw in order to perform in their dynamic roles as teachers. Their
professional identities were not only defined by their actions in the present, but by
interpreting past experiences and using those interpretations as a resource to fulfill their
roles as teachers.

5.2.17 PROFESSIONAL IDENTITY AND BECOMING A TEACHER
A sense of belonging resonated as one of the most telling attributes associated with
being employed full-time within the language centre and becoming established in the
teachers’ careers. Being employed part-time generally meant exclusion from
involvement in committee or administrative activities commonly undertaken by those
employed full-time. A common comment given by teachers who were part-time at the
time of the study, and those who were part-time but were full-time at the time of the
study, was that they were treated like ghosts. Whether they were employed part-time or
full-time, however, a strong work ethic towards teaching emerged from the responses.
Furthermore, despite part-time teachers feeling that they were limited by time in their
ability to connect more strongly with students on campus, they indicated that they did
not feel any less a teacher in comparison with their full-time peers.

Despite all but one of the teachers claiming to be committed to a long-term career in
teaching, issues of job security and employment stability emerged as major concerns of
all teachers, especially for those who had chosen to live longer in Japan. Of all the
teachers, the foreign teachers did not seem to have any clear professional goals except
that they wanted some kind of permanency in their professional lives.

The findings showed that all of the teachers saw themselves remaining teachers for the
short to medium term, with some committing themselves to a life of teaching. However,
several factors posed potential challenges in their choices to remain as teachers. Job
security emerged as the most threatening. The full-time foreign teachers were employed
on limited term employment contracts while student enrolment numbers determined
whether the part-time teachers, both Japanese and foreign, were offered work. Despite
their lifetime tenured status, the full-time Japanese teachers felt somewhat insecure
160

about their status of employment, chiefly because of declining enrolment numbers
severely influencing the viability of the university.

I love it [Daryl’s job]. But long term, it sucks because of this thing of not being
able to stay. I am producing. I’ve done six presentations since January, and I’ve
got two conference proceedings that are published. I’ve done a lot of work this
year. But what I do will not help me to keep my job. Only for two more years. It
frustrates the hell out of me …Why should I spend my time…you know, I could
work really hard to help create new curriculum and then there’s a chance that I
could get another two years. (Daryl, 171008: p.16)

Daryl’s comments echo the responses given by most of the full-time foreign teachers:
the feeling of frustration that despite being productive, their efforts are neither
recognised satisfactorily nor rewarded. Yet despite this sense of frustration, there was
nothing to suggest that the teachers performed below expectations as a consequence.
No clue. I’m not a 10-year plan kind of person. I’m more of a ‘got to find a job
next year’ kind of person. (Alice, 260508: p.1)
I just have ideas where to go, where I want to be. (Tommy, 061008: p.5)

Comments such as these raise questions about maintaining an acceptable level of
quality in education, given the ambiguity in career goals. However, despite comments
such as these, assumptions cannot be made about the values individuals hold towards
social objects and activities. Alice revealed previously that she was born a teacher and
will always be a teacher. So although Alice lacks a ‘10-year plan’, she plans to be a
teacher in any context. Tommy, who is a part-time foreign teacher, admits that although
he may one day change careers, he remains presently committed to teaching.

All of the Japanese teachers were very clear about where they would like to be, with
most hoping to find employment in academia with focus predominately on research.
Five of the six Japanese teachers interviewed indicated that they would prefer an
academic career in teacher education instead of English language education. They
wanted to specialise in research areas that they developed during their postgraduate
studies, such as, teacher education in Japan. The Japanese teachers, however, were more
concerned about job security than following their professional interests, which is
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understandable given that some have families. With universities struggling to survive,
the luxury of finding the ideal position was rare. The economic challenges facing Japan
created a significant level of uncertainty, impacting negatively on all Japanese
universities. The option of leaving the country, one that exists for foreign teachers, is
also not available. The research suggested that for the time being, the Japanese teachers
were tolerating their current positions as teachers of English.

Becoming a teacher reflects the continuous nature of identity. The professional identity
of teachers is in a constant state of change. It is a process that reflects the process of self
as a continuum along which individuals interpret their past relative to the present in
order to lay foundations for the future. The continuum represents who they are and
connects to who they want to be. The continuum consists of objects that provide
opportunities to develop professionally as teachers, such as teaching practice, but also
threats that challenge status and interpretation of oneself as a professional, such as job
security and employment status. The process of becoming a teacher is often assumed to
be influenced by the actions of others (management policy, for example), but the
responsibility of becoming a teacher perhaps lies largely with individual and not the
actions of others.

5.3 SOCIAL

INTERACTIONS:

THE

BRIDGE BETWEEN BEING AND BECOMING A

TEACHER

5.3.1 INTRODUCTION
Identifying the objects that influence the process of negotiating professional identity is
one of the sub-research questions framing this research. The social interactions between
individuals are a significant object contributing to the negotiation process. This section
explores the social interactions the teachers viewed significant as teachers of English
with other individuals and its influence in negotiating the teachers’ professional
identities as teachers of English. The process of social interaction, both as inner
conversations within ourselves and interactions with others, is one of the core premises
on which symbolic interactionism is founded (Blumer, 1969). The ‘inner conversations’
that are carried out by individuals are imported from the ‘social process’: a process that
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is comprised of the language an individual uses to conduct the conversation, and the
system of others that individuals take into account in executing a social act
(Perinbanayagam, 2000: p.26). Individuals take into account the system of others by
taking the role of the other, which Mead (1934: p.254) described as being important in
the development of co-operative activity and individuals are able to assert control over
their own acts. The relationship an individual has with others influences how the
individual is perceived and wants to be perceived. Therefore this section discusses the
research findings associated with the role of social interactions of individuals with
others in negotiating their professional identities. In the case of the research findings,
others refers chiefly to those found within the social context: students, colleagues,
management and social others (for example, family and friends).

The teachers in this study were asked to respond to questions related to how they would
describe their relationships with students, colleagues, the university, and others outside
of the context in which they teach to explore how their relationships influence how
teachers of English negotiate their professional identities.

5.3.2 INTERACTION WITH STUDENTS
This section discusses the various forms of interaction between the teachers and their
students, the teachers’ interpretations of how students address them, and their
interpretations of how their relationships with the students influenced them as teachers.
The relationship between student and teacher is perhaps the most significant social
interaction that affects the professional identities of the teachers. The findings showed
the meaning of the interactions manifested through face-to-face encounters, reflection
on the depth of relationships, and the terms of address used by students. Furthermore,
according to the responses given by the teachers, these forms of interaction were also
seen as indicators of success or effectiveness of teaching practice.

Sort of a friendly relationship with the students, which I would consider important
to any good teaching experience, but it wasn’t necessarily the sort of thing
emphasised in a faculty meeting in North America as opposed to here.
(Alice, 120508: p.4)
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I think it’s reasonably good. I’ve never had any problems. Occasionally you get a
student who’s a bit rude, but you just have to remind them who is the teacher.
(Brad, 270608: p.3-4)
I don’t want to be their friend, but I want to be a support.
(Ichiko, 040708: p.7)

The comments above from Alice, Brad and Ichiko echo the sentiments of all the
teachers when asked to describe their relationships with their students. The teachers
indicated a willingness to develop close ties with their students, mostly on a
professional level. This emphasis on closeness between teacher and student is
encouraged throughout the education system, as stated in the extract from government
policy below:
Teachers should endeavor to develop close relations with pupils, develop a deep
understanding of each and every pupil, and make efforts to cultivate desirable
relations with them.
(Ministry of Education, 1983)

The quote above from the Ministry of Education was given in a directive related to the
obligation placed on teachers to prevent delinquency in pupils in mainstream education.
The intention of this directive parallels those of the teachers’ attempts to develop
stronger relationships with their students in order to foster an effective learning
environment.

Most of the teachers in the study described their relationships with their students as
reasonably good. But while they indicated that they wanted to be friendly and
approachable, most emphasised that they wanted to keep the relationship professional,
clearly defining the boundaries between professional and personal relationships. ‘I try to
keep it teacher/student, but human teacher.’ (Chloe, 110708: p.8) Likewise, Tommy
explained that he tried to be more of an equal than as somebody of higher authority. ‘I
like the students to see me as somebody who they can approach and not on a formal
level above them.’ (Tommy, 131008: p.6)
Eunice enjoyed being with the students beyond the classroom, showing interest in what
they did in those situations, and getting involved, or getting down, on a personal level.
Eunice argued that she felt being relaxed with students helped to relax them being
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around teachers and/or ‘foreigners’. As discussed in chapter 3, taking on the role of
others is a feature of symbolic interactionism’s process of interpretation. Eunice’s
responses suggest an attempt to take on the role the other (Blumer, 1969): to imagine
what it is like being a student interacting with someone from another culture, and
modifying her behavior and language in an effort to make a connection with her
students. She admitted that being liked by the students tended to be more important than
‘playing teacher’. Eunice also made the assumption that students were limited in their
abilities to socialise with individuals outside their age or cultural group. As part of her
professional role, she viewed social interaction beyond the classroom as a significant
contributor to her success as a teacher and to the learning experiences of her students.

The amount of face-to-face teaching time spent with students emerged as another
significant factor in the depth of relationship the teachers had with their students. All
teachers commented that the amount of face-to-face contact time with students was
considerably less than that of the full-time teachers because of limited time on campus.
Unlike their full-time colleagues, they had little opportunity to meet with students
outside their lessons. The teachers felt the opportunities to develop a stronger bond with
the students were restricted as a result of this limited contact with students. In some
respects, the teachers indicated that quite often this limited exposure to students was a
contributor to looking upon the students with less emotional attachment, or
unfavourably.
I’ve had students who’ve been incredibly unsuited for the university experience or
how I would imagine a university experience being. (Barry, 200608: p.3)

The response given by Barry suggests that he had certain expectations of his students
and how they should behave based on his interpretation of the concept of university
education. The limited time Barry spent with students because of his part-time status
indicated some interference in the process of taking on the role of the other, influencing
his treatment of and relationship with the students. The opportunity to interact with
students to aid the development of closer bonds may also facilitate a different
perspective and understanding of the students and how they may be treated. Four of the
teachers gave examples of their participation in activities beyond the classroom, such as
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attending the university’s annual festival. This provided an opportunity for the teachers
to see their students as more than just language learners. It allowed an opportunity to
observe their students in a different context. As Chloe remarked: ‘seeing a different side
to what we normally see in the classroom’ (110708: p.9). Chloe’s remark suggests that
teachers have a perception of who their students are and what they are capable of doing.
Interacting with the students in a different context provides an opportunity for the
teachers to view their students through a much richer perception. Likewise, the students
are offered the opportunity to interact in a way that shifts the power of the relationship.

The notion of being liked by students emerged as an important factor amongst the
Japanese teachers. While most preferred keeping their professional and private lives
separate in their relationships with students, some felt that being liked by the students
was an important factor in developing an effective relationship with the students.
‘That’s the message I hope to send to them. So far I think they like me.’ (Ichiko, 040708:
p.7) There was also a general feeling amongst most of the Japanese teachers in the
research that it was important to be liked by students otherwise it became difficult to
teach. ‘Not 100%, but maybe 40-50%.’ (Etsuko, 231008: p.9) The notion of ‘being
liked’ by the students is frequently visited by any teacher in reflection on their practice.
They reflected upon teachers they liked and disliked during their school days,
correlating the degree of attraction towards the teacher with how they measured success
and enjoyment of their classes. The Japanese teachers in the research indicated that
being liked by students was a factor they felt contributed to success in the classroom.
One of the resources the Japanese teachers drew on to ensure success in the classroom
was their abilities to place themselves in the role of others (in this case, the students),
drawing on their learning experiences as English language students. The Japanese
teachers inferred that being ‘disliked’ made them feel unfulfilled as teachers. There
were indications in the Japanese teachers’ responses that the correlation between being
liked by students and sense of fulfilment had its origins in their reflections on their own
learning experiences.

When I was a junior high student, I had 1 teacher I really liked. He was in charge
of my class and taught science. I don’t know why I liked him, but he always
understood us. He was very sympathetic. (Atsushi, 060608: p.1)
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Atsushi drew on his own experiences as a student and his perceptions of the teachers he
encountered to shape his own identity as a teacher. Atsushi’s reflection on his own
experiences as an English language student appeared to influence how he treated his
students, indicating in his responses that he sympathised with his students because he
experienced the same education system. Atsushi’s response supports the symbolic
interactionist premise of individuals taking on the role of others, through his
understanding of both the learning experiences that they shared and the system of
education of which they are a product, asserting control over their own acts, such as
modifying lessons or in their treatment of students, and to a certain extent, exerting
control over the responses of others.

Perhaps the strongest object that characterises the teachers’ professional identities is the
connections and interactions they have with their students. It is where knowledge and
skills as professionals are given relevance, communicated and represented through the
practice of teaching.

5.3.3 THE INFLUENCE OF STUDENTS’ USE OF NAMES AND TERMS OF ADDRESS ON THE
PROCESS OF NEGOTIATING PROFESSIONAL IDENTITY

The use of names and titles plays an important role in distinguishing positions and
duties within a workplace. The teachers were asked to describe how they interpreted
various forms of address commonly used by students, and how these influenced their
notions of being a teacher. There is a connection between this attribute and the one
discussed previously in 5.2.4 regarding terms of address, but from a different
perspective. In section 5.2.4, the attribute discussed was from the teachers’ view of
themselves and the terms they consider appropriate identifying themselves as teachers.
In this section, the terms of address discussed are those that students use to identify and
address the teachers. Negotiating and managinging an identity is a process not only
carried out within, but also through interaction with others as well.
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Most of the teachers overwhelmingly insisted that their students used first names. When
asked the reason for using first names in the classroom, most of the foreign teachers
remarked that it was a tradition carried over from their university experiences where
they addressed their lecturers or professors on a first name basis. While it was quite
acceptable to address the teachers on a first name basis, some raised concerns that this
also posed a problem with regards to students having less respect for the teachers ‘…
not quite respecting the teacher’ (Brad), because of the informal tone that most teachers
took with their students in order to create an engaging and positive learning
environment. Jenny felt that it was easier for the students to use and remember first
names rather than surnames. Yuuka stated that she asked her students to choose an
English name, though they were not obliged, explaining that it was for the students to
change their identities, to enjoy an identity in English and to develop a global identity
that may be seen as being helpful if the students travel internationally. The responses
suggest that the teachers used names as a part of their attempts to build a connection
between themselves and their students.

Most of the foreign teachers disliked the use of a title and surname, such as Mr. Fraser,
as it made the teachers feel old or uncomfortable, nor did they like the use of a title and
first name, such as, Miss Martha, as it seemed unnatural or as one teacher put it, it made
her feel like a character out of ‘Gone with the Wind’. Likewise, some foreign teachers
felt it strange to be addressed using their first names and the generic Japanese word for
teacher, ‘sensei’ (先生), such as, Frank sensei, but this did not bother them significantly
enough for any insistence to cease or make use of any alternatives. The title sensei is a
generic form of address used in Japanese not only for teachers, but also other
professions of authority, such as, professors, lawyers and even politicians.

Similarly for the Japanese teachers, either use of a first name or the formal Japanese
way of using surname and the Japanese title ‘sensei’ were both equally acceptable when
students were addressing the teachers in English – ‘Natsumi’ or ‘Watanabe sensei’. But
if the students were addressing them in Japanese, the teachers remarked that it felt
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‘strange’ for students to use first names only. Ichiko illustrates this point in her
response:

In English they call me Ichiko, but usually Fujisawa-sensei. Sometimes Ichiko-san
but usually Fujisawa-sensei. It feels strange to be called Ichiko in Japanese. If we
start talking in Japanese, it’s strange, but if we start in English, it’s ok. Depends
whether the student talks in Japanese or English. (Ichiko, 200608: p.7)

The teachers remarked that students just use the term sensei without any other name out
of habit, possibly because the time spent with the teacher was relatively little for most,
generally only once or twice per week, compared to time spent with teachers and
professors within their own disciplines, and, therefore, remembering each of the
teachers’ names is not a priority. What was important, according to the Japanese
teachers, was that students should address the teachers politely and with respect. This
suggests that despite attempts by the teachers to promote a casual or informal approach
to interactions within the classroom, there was still an expectation that a certain level of
formality be maintained as a reminder of the barriers between the personal and
professional life of the teacher. Clearly, there was still distance between the teachers
and the students despite the use of informalised labels.

Through calling something a name individuals have identified it, marked it out, and
distinguished it, and they are able to store it for later application (Charon, 2004: p.64).
Despite working within what is often described by many as a highly rigid and
formalised education system, all of the teachers took a relaxed view of the way they
preferred to be addressed by the students. In negotiating professional identity, how
others refer to an individual, or the labels used, has bearing on how those individuals
develop a concept of self and identity (Mead, 1934).

5.3.4 INTERACTIONS WITH COLLEAGUES
All teachers interacted with colleagues both professionally and socially, however, they
described their overall levels of interaction as being minimal. All teachers indicated that
they worked well with all colleagues. However, exclusion from certain duties and
committees limited opportunities for foreign teachers to share and discuss ideas as
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teachers. For the foreign teachers, associating with other foreign teachers, both
professionally and socially, may seem quite a natural thing to occur given the shared
foreign context, but the teachers felt no strong compulsion or obligation to make friends
with their colleagues. ‘Everybody has their own lives.’ (Jenny, 170608: p.8) There was a
general desire to keep things professional – once again, as with relationships with
students, preferring to clearly distance personal and professional lives, though one
teacher did comment that she felt sometimes there was a need to have friends in this
environment. You need your kind of niche, people you can really let your hair down
with. (Eunice, 031007: p.8) By ‘environment’, Eunice’s comment suggested that for
foreign teachers, being in a foreign culture and workplace warranted alliances with
individuals from similar cultural backgrounds.

The teachers employed as part-timers described a general feeling of inequality by the
way their full-time peers treated them. The most common remark they gave was that
many part-timers did not possess a postgraduate qualification, and thereby giving the
perception amongst the part-timers that they are perceived by the full-timers as being
less qualified or experienced.

There are some full-timers who consider their title as an all-embracing master
status. And, consequently, take a bit of an elitist position. (Barry, 200608: p.1)

Echoing these remarks by Barry, some respondents who were employed at the
university as part-time teachers, but are now employed on a full-time basis, indicated
that they felt they had a better understanding of how the part-timers felt. Chloe, a fulltime teacher, commented that when she was a part-timer, she had an image of full-time
teachers that some were good and some were elitist or ‘stuck up’. Bartlett (1990: p.210)
argued that ‘the element of sharing or collaboration with colleagues offers the
possibility of extending one’s insights about oneself as teacher to oneself as an
individual member of a larger community’. It would appear, therefore, that the limited
interaction between full-time teachers and part-time teachers influences perceptions
towards the other group, somewhat negatively, creating a divide in the workplace and
limiting effective use of social interaction in the form of social networking.
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Limited interaction on a professional level within their teaching contexts negatively
affected the teachers’ professional identities. Instead of being in a context that fostered
the development of ideas and provided peer support, the teachers found themselves in a
context that largely isolated them from each other. The isolation from others created
negative images and perceptions of those others.

5.3.5 THE SIGNIFICANCE OF SPACE AND SHARING THE WORKPLACE WITH OTHERS
Do you like sharing an office with somebody?
Ah …. [It’s] OK, but sometimes I need privacy. Etsuko (231008: p.13)
‘I think it’s very me.’ Eunice (231007: p.11)

Like many occupations, having one’s own space is a concept that tends to have its
advantages: the ability to ‘own’ space, style it to individual needs, function, and
characteristics, and limitations: sharing an office due to limited space regardless of the
dynamics, or lack of, between the individuals. All of the full-time teachers shared
offices, while the part-time teachers shared a common teachers' area with both foreign
teachers and Japanese teachers. The teachers were asked to discuss what influence
sharing an office or common space may have on being a teacher.

The issue of offices and shared space is one determined by employment status and
ethnicity within the language centre. The full-time teachers were allocated offices,
usually shared with another teacher, and for each office, a Japanese teacher shared with
a foreign teacher. the rationale being that the Japanese teachers can assist the foreign
teachers with matters that require language assistance or those related to administration.
Likewise, it is assumed by the management of the language centre that the foreign
teachers offer an opportunity for Japanese teachers to develop and hone their language
skills. However, what emerged from the study was that although all of the teachers
employed full-time described their relationships with their officemates as friendly, only
two teachers said that they had a relationship that was beyond mere cordial greetings.
Of the foreign teachers, the most common response was that they rarely saw their
officemates and therefore had little opportunity to share ideas or discuss matters related
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to teaching. And while they admitted that they should be more interactive with their
officemates, the Japanese teachers preferred to work by themselves when in the office.
If given the choice, most of the Japanese teachers preferred to have an office on their
own, whereas the foreign teachers were more open to sharing an office. Atsushi would
like one by himself so that he can concentrate on his work. ‘And if I don’t want to go
home, I can stay here.’ (Atsushi, 060608: p.6)

The teachers with offices explained the space gave them the opportunity to create an
environment in which they could concentrate on both their work as a teacher and as a
researcher, and to be found by students. For Daryl, the space was important because of
his research into the use of information technology in the classroom. He felt that
without the space for his computer equipment, it would not only limit his contribution
to maintaining online resources for the language centre, along with his research into the
use of information technology in the classroom, but would also remove a large portion
of his work which he finds a major attraction about what he does as a teacher.

How important is it to have your own office?
Very. Because of all the computer equipment.
How does your office space reflect your identity?
It says slightly messy. But I like to clean it up once a year. I do things in my own
time.
Daryl (171008: p.20)

Office space for Daryl is not only about aesthetics, but also functionality. Eunice, by
contrast, used her office space to reflect her personality, individualising the space with
artifacts that represent particular characteristics of her person. Draped in lengths of
colourful fabric, personal photos dotted around the walls above her desk upon which are
an arrangement of curios collected from her years of travel, Eunice described her office
space as a reflection of her personal identity, which she described as ‘being attractive’,
‘standing out’, ‘colourful’, and ‘welcoming’.
I think it’s very me. I don’t know how to describe it. There’s lots of material. It’s
colourful. Welcoming. I don’t know. I don’t know. (Eunice, 031007: p.11)
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Eunice explained that when students visited the office, she wanted them to feel
comfortable and relaxed, and not as though they are visiting someone of authority as
they may have experienced in their earlier school years.

The comments of both Eunice and Daryl highlight the complexity of identity in that
their professional identities and their personal identities are clearly linked. Each identity
complementing the other (Beijaard et al., 2000): in her capacity as a teacher, Eunice
attempts to display a personal aspect to how others, especially the students, see her as a
teacher. Daryl incorporates his personal interests in computer technology into his role as
a teacher.

Several of the Japanese teachers indicated that they preferred an office to themselves;
not because of a dislike towards sharing their office space, but because they felt it
would be a more conducive environment for them to carry out their research and to hold
impromptu meetings with students and committee members without disturbing an
officemate with long conversations conducted entirely in Japanese.

… but if possible, I’d like one by myself because I can concentrate on my work. And
if I don’t want to go home, I can stay there. (Atsushi, 060608: p.8)

On the matter of interaction between full-time foreign teachers and Japanese teachers,
one explanation given by Orika for limited interaction was that the Japanese teachers
tended to be too busy with administrative and committee duties to have the opportunity
to mix and get to know other foreign teachers better. Etsuko indicated that they would
like to have more friendships, but felt that they have not been at the centre long enough
to have established a ‘trust relationship’.

The teachers employed part-time were allocated a large office area, but also shared with
teachers who taught language classes other than English that are offered to students by
the language centre. The research showed the teachers viewed the part-timers’ lounge as
a more conducive environment for idea sharing and more interactive collegial support.
They described the lounge as a ‘helpful place’, sentiments also echoed by those teachers
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who were employed part-time, but at the time of the interviews were full-time. The
teachers described the atmosphere of the lounge as more supportive than sharing an
office. Recalling her days as a part-timer, Chloe described the lounge as being good for
sharing ideas, but it had a tendency to be distracting and annoying when trying to
concentrate on planning lessons.

Actually, the part-timers’ lounge drove me up the wall. It was really good in so far
as to share a lot of ideas because there are so many people in there … and there
were days when I didn’t know what to do and I couldn’t skip it. So I would go
around and ask. I’d ask whether anybody was using the same text and ask how they
used it. Or see someone copying and ask for a copy, which I can’t get in here. But
hearing people going on about inane matters drove me up the wall. The constant
chatter about stupid stuff. So I’m glad I have my office. (Chloe, 110708: p.18)

However, in what could be a case of the grass being greener, the part-time teachers
expressed their preference for having their own office space for the extra space, giving
them a sense of permanency, whilst echoing Chloe’s comment ‘to escape listening to
inane matters and the constant chatter about stupid stuff’. And there were also claims
that there is rarely any interaction between the two groups: foreign teachers and
Japanese teachers. They don’t talk to each other and they [Japanese teachers] certainly
don’t openly talk to foreigners. (Barry, 200608: p.1)
The teachers with no office to share indicated that they often looked upon their full-time
colleagues with some envy: an office meant stability, a place to call home and the
convenience of not having to carry large volumes of material between home and school.
In the high school, I had my own desk. It would be great to have my own desk.
(Jenny, 100608: p.6)

While not a major attribute to being a teacher, office space emerged as playing a role in
the function of being a teacher. The interview data indicated that having a permanent
personal space gave the opportunity to incorporate aspects of the teachers’ personal life
into the act of being a teacher. It also indicated that being allocated personal office
space contributed to a sense of belonging and closeness towards the organisation.
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5.3.6 INTERACTION WITH MANAGEMENT AND THE UNIVERSITY
There’s the idea of university and then there’s the iddy bit you interact with.

(Alice, 090608: p.8)
Without any formal structure of standards or framework for teaching practice governing
their profession, all of the teachers indicated a certain level of conflict existed between
themselves and management of the language centre. While teachers may be the captains
of their classrooms, there are those further up the chain of command that still gave
commands and made decisions that, either directly or indirectly, influenced every
teacher in both their teaching practices and their professional relationships with
management. The teachers were asked to describe their relationship with, and treatment
by, the management of the language centre and the university in general. Both foreign
teachers and Japanese teachers described their treatment as good, suggesting the
absence of reviews and strict controls created a somewhat freer teaching and work
environment, which were some of the main attributes contributing to their sense of
freedom.

In general, all of the foreign teachers felt that they were treated quite well despite
describing the relationship between themselves and those in management or decisionmaking positions as somewhat ‘culturally distant’. Because of this distance, the teachers
indicated that management expected of them certain things to be done or an assumption
that more was expected of the teachers. What those things were, the teachers could not
describe in detail as the expectations remained unknown or ambiguous. In relation to
the wider university community, all of the foreign teachers indicated that there tended to
be a feeling of isolation or limited interaction, not only amongst the teachers within the
language centre, but also with the wider academic community on campus.

Brad, a full-time teacher, offered some interesting perspectives into how he viewed his
interaction with the university. On the one hand, he felt that the language centre did an
excellent job with its resources and the demands placed upon it. He made the point that,
unlike teaching in other faculties and disciplines where students have the same level of
motivation, students are required to take English no matter their motivation or purpose,
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and this sets up challenges for teachers to do their jobs effectively and with satisfaction.
The university-wide end of semester student evaluation, in which the language centre
consistently received positive scoring out of all departments on campus, was one
example used to indicate that students were satisfied with the teaching in the language
centre.

However, by contrast, he felt that the university was reluctant to spend

significant amounts of money on foreign teachers. Brad argued that more should be
done to retain foreign teachers, especially those with families with incentives such as
paying for the schooling of the teachers’ children. He felt that the greatest resource a
university had was its teachers, but the university was motivated more by profit.

They have no idea about what we do. They never see us teach, meet us – but can
pass judgment. (Brad, 270608: p.5)

Some of the foreign teachers defined their relationship with the university in terms of
their ethnicity and saw this as a significant variable in how they perceived the closeness
or treatment by the university. While ethnicity was a common identifiable attribute
according to the foreign teachers when discussing their relationship with the university,
it was not a major concern in terms of how they identified themselves as teachers.
Similarly, the issue of gender is not considered a major concern. While Japanese society
in general may be commonly described as male-dominated, the issue of gender and
equality did not emerge as a major concern of the teachers. From the responses given by
the foreign teachers, it seemed that the longer people had been in Japan, the more
accepting they were of these issues being part of the landscape. These issues did not
seem to be a significant factor in influencing their level of job satisfaction or
performance.

We’re in Japan … so it’s kind of built in. You’re a foreigner and you’re a woman
… I guess I’ve been here long enough to get used to it.
(Chloe, 110708: p.14)

For the Japanese teachers, there was a general feeling of being treated well by the
management of the language centre and the university administration, despite some
personal and ideological differences with the curriculum and the overall management of
the language centre. Although none of the teachers indicated a significant amount of
discontent with the university or management, it was less clear whether this was a
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genuine feeling of satisfaction with management or whether given all the faults weighed
against any alternatives, such as, either working part-time or not working at all, the
teachers tended to view their treatment as satisfactory.

Umi had some deeper involvement with management and the upper echelon of the
university. As a result of this interaction, she felt that it provided a much deeper
understanding of the decision-making and management processes that occurred. From
this experience, she felt that she was able to better interpret the meaning of decisions
that may otherwise be considered unfavourable by others. … it’s people I know. I don’t
feel anxious about management. Gives me a better understanding of decisions that are
made. (Umi, 091008: p.11)

It needs to be noted, though, that the description by the teachers of a ‘good’ relationship
is not necessarily a reflection of positive interactions with management. On the
contrary, the ‘good’ used by the teachers came from their description that there being
relatively no interaction with management. ‘Good. I don’t have anything to do with
them.’ (Etsuko) The teachers explained that, in general, teachers were not monitored or
had demands placed upon them to present or perform by management. Instead, those
pressures were more commonly found at committee level. Teachers felt restrained and
restricted on things such as offering opinions on curriculum for example, creating
certain levels of frustration.

‘If you’re obedient, you’ll be happy in the language

centre.’ (Etsuko)

For the part-timers, the relationship seemed to be even more distant to the point where
they knew little, if not anything, of the goals of the language centre. They described
their relationship as being good, chiefly because they felt they had freedom to do what
they wanted unchecked. However the teachers interpreted this sense of ‘freedom’ as
being that the university had little regard for the wellbeing of themselves both as
teaching professionals and the general well-being of the students.
It cemented the idea that there’s not a general interest of what’s best for the
students. (Tommy, 131008: p.8)
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Other teachers shared Tommy’s observation, but there was little in the research to
suggest that the performance of teachers was impacted negatively. Despite any
misgivings the teachers may have towards the management of the language centre, they
remained committed to their practice of teaching and being teachers of English.

Similarly, there was a general feeling that the committee responsible for overseeing all
curriculum development was perceived to be distant from those within whom their
decisions directly affected, creating a certain level of animosity within the language
centre. One of the main comments that emerged from the discussions about this
committee was the feeling that many of those on the committee made decisions that
were not benefiting the students’ learning experiences: they lacked comprehensive
understanding of the students’ concerns. It was felt that those on the committee who
taught advanced level classes, only worked with advanced students. As a consequence,
they may not know the needs of the students with basic and really basic levels of
language abilities, and, therefore, were not aware of relevant issues that needed
consideration for changes to be made to the curriculum.

Blumer (1969: p.8) argued that the activities of others are formative to how individuals
interpret the meanings of social interaction and events: one has to fit one’s own line of
activity in some manner to the actions of others. The professional identities of the
teachers were found to be affected by their relationships with management. However it
seemed the teachers were interaction more with their notions of management rather than
actual or real interactions with individuals representative of management. The perceived
limitations placed upon them by management were viewed as a disruption but not a
barrier to their practice as professionals.

5.3.7 INTERACTION WITH OTHERS
Beyond the context of teaching, the teachers are active in many other contexts,
possessing multiple identities and roles that may not be connected to teaching, but often
influential on their professional identities as teachers.
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Central to symbolic interactionism’s notion of the self is the influence and role of others
on the actions of individuals in the process of social interaction. Almost all of the
teachers could recall at least one person who had a specific influence, mostly positive,
in relation to their development as teachers: Alice was heavily influenced by her parents
who were both teachers and encouraged learning; with French being Chloe’s mother
tongue and with no skill in English, she was forced to learn English as a result of
entering a relationship with someone who spoke no French; Daryl had some learning
difficulties at an early age and was helped by a teacher who introduced him to the world
of computer technology - as a result, Daryl’s approach to teaching is focused on
information technology; Eunice recalled characteristics and behaviour of certain
teachers from her early school experiences, which she did not want to emulate. A
professor during Ichiko’s years as an undergraduate encouraged her to enter graduate
school, something she had never considered.

The influential learning experiences for some of the teachers did not always occur in a
school environment. Interactions with others outside educational contexts had equally
influential effects on how the teachers negotiated their professional identities.

Everyone in my family’s a teacher. And teaching is probably the one thing I felt like I
could always do. (Alice, 120508: p.5)

For Alice, the journey to become a teacher began at an early age, influenced
significantly through family connections with teaching. Jenny, on the other hand,
explained that her parents tried to dissuade her from becoming a teacher because a
relative who was a teacher was described as being a bad example. Despite her parents’
views, however, Jenny recalled that she had always wanted to be a teacher, claiming
that she had always had an interest in training people.

Understandably, life experiences of the teachers and the influences of others
encountered during life experiences emerged as having a noticeable influence on how
the teachers saw themselves as teachers. Orika gave an interesting observation of those
who teach English who she felt had no life experiences: How can those teachers give
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good guidance for their students, like career options they have never experienced.
(Orika, 020209: p.8)

Some teachers indicated that being a parent was very influential in both being and
becoming a teacher, while others described how family members were important
mentors or sources of inspiration. Relationships and roles with the family, for teachers
such as Atsushi, Alice and Daryl, also played an influential role in the development of
teachers as teachers, whether as parents who were also teachers providing role models,
or relatives providing support or advice during the process of becoming a teacher.

For those teachers who were married with children, families were a major influence on
their performance as teachers and on their teaching, in the way they approach teaching
and in the time they commit to it.

Then after my son was born, I changed my way of thinking. My way of thinking
has changed somehow. Before that, I saw all the students as students. But after he
was born, I tend to see them as students and children of someone. After he was
born, I think I started to … I sometimes think how he is like this … what happens
when he is … it’s difficult to explain. You are in the same situation. You have a
son. Did it change your way of thinking? (Atsushi, 240608: p.2)

Atsushi described how his view towards students had changed after the birth of his son.
Accordingly, he found the experience of becoming a father made him more positive
about teaching, focusing more acutely on helping students who may have difficulty with
their studies.

Those teachers whose partners or spouses were teachers, remarked that they found it
useful in sharing and discussing ideas. In contrast, those teachers with spouses who
were not teachers viewed this as a positive also as it helped to keep professional and
private lives separate. And while most of the teachers had friends who were teachers, in
social settings, this separation was still important.

If they start talking about school, I’ll tune out for the most part. (Chloe, 110708:
p.16)
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Influences outside the teaching context were also found to have played a role in
professional development. Yuuka claimed that due to her daughter having some
learning difficulties, she is now more aware of students displaying abnormal behaviour
in her class, unusually quiet and shy students, for example.

Orika was involved in research projects outside the university, with colleagues at other
universities. She was asked to describe the benefit of being involved in these projects
and any influence they may have on her as a teacher. While admitting that the work was
quite often exhausting and demanding, she did acknowledge that the benefits were
largely positive: I believe I’m getting more than working by myself. (Orika, 020209:
p.10)

In general, it was found that relationships with others helped to put things into
perspective, made things more understandable and provided an opportunity to test ideas
and thoughts with those who were considered neutral or an alternative source of
judgment and support.

5.3.8 THE INFLUENCES OF TEACHERS PAST ON BEING A TEACHER IN THE PRESENT
A science teacher – little but tough. Hardly ever smiled. To get a smile out of that
woman was a real feat. To get a ‘good’ or an ‘excellent’, you really accomplished
something. So, as a teacher, I compliment students frequently, but I don’t give
away 100s easily. (Alice, 120508: p.11 on how one teacher influenced her as a
teacher)

Experiences and interactions with teachers from the participants’ pasts contributed to
their interpretations of professional identities as teachers of English in the present. All
of the teachers were asked to describe those things that they felt were influential on
them as a teacher, whether through interactions with particular individuals, certain
experiences, or particular contexts. All of the teachers drew on various learning
experiences with many, in particular, identifying attributes and characteristics that they
admired (or disliked) in teachers they had as students. They attempted to reflect
attributes and characteristics they admired most about their teachers in their own
teaching practices, while attempting to minimise or avoid those that they disliked.
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The earlier learning experiences at elementary and secondary levels of the individuals
themselves, interactions with their teachers, or other individuals within a learning
environment inevitably influenced the development of the teachers’ own professional
identities in becoming teachers. All of the teachers were able to describe particular
interactions and experiences at all levels of education that they viewed as influential in
their performances and development as teachers: interactions and experiences that they
described as positive and negative, enjoyable and miserable, inspiring and uninspiring.
Some described themselves as motivated learners, whilst others recalled struggling with
their studies or being unimpressed with their teachers. Those who recalled positive
experiences, attempted to emulate certain attributes of those experiences in their own
activities as a teacher, while those who described more negative experiences, used those
experiences in deciding what type of teacher they did and did not want to be.

The Japanese teachers recalled more negative learning experiences than positive ones.
They made these judgments in comparison with learning experiences they encountered
outside Japan, which they described more positively. Orika compared university
professors she had in the US during her postgraduate course with professors at her
university in Japan while undertaking her undergraduate degree. She described the
professors in the US as being more generous, supportive and open-minded compared to
any teachers she had had in Japan. Orika’s responses suggested that effective learning
and teaching correlated with the level of personal bond between a teacher and a student
as a requirement for successful and satisfying learning experiences.

Negative experiences are part of the educational experience for many students, but
while unpleasant at the time, the experiences have the potential to provide a valuable
resource for teachers in their present roles. Brad recalled one occasion when he was
punished unfairly in his primary school years, drawing the conclusion from this
experience that teachers who ‘ruled with an iron fist do so out of a sense of insecurity’.
As a result, he felt that those types of teachers were never respected and the students
never found those classes enjoyable. From this experience, Brad explained that he tries
to be a firm but fair teacher, especially within his present teaching context as the
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students do not always necessarily share the same learning priorities as the teacher.
Likewise, Chloe claimed her worst experiences occurred when, in her opinion, the worst
professors at university were those not trained in education and pedagogy: an
observation that she felt influenced her views on levels of professionalism in the
teaching of English.
If you teach something you don’t know or not proficient enough in, you have no
business teaching it. (Chloe, 110708: p.10)

Brad recalled a mathematics teacher who never raised his voice in anger, but could
manage a large class. He remarked how this teacher was respected because he showed
compassion. As a teacher, he tries to be like that math teacher.
I can remember a maths teacher who never got angry, he didn’t have to raise his
voice, but he had 35 13-year-olds who didn’t want to be there. But he really tried
and people respected for that. And so people didn’t misbehave because they
respected that. As a teacher, if I try to do anything, I try to be a little bit like that.
Try and earn the respect of the students. Have a sense of humour. (Brad, 130608:
p.3)

Ichiko reflected on her learning experiences, and of the teachers who helped her
through her school years she considers herself a supporter. ‘If I can see their ideas
evolving, then I think teaching was successful.’ (Ichiko, 040708: p.2) Being a supporter

made Ichiko happy because she could see the students changing: she can see
them learn something new.

Similarly, Atsushi followed the advice of one of his junior high teachers to become a
teacher despite Atsushi’s real aspiration of wanting to be a businessman and become
rich.
At that time, I didn’t want to be a teacher. I wanted to be a business person. I
wanted to be rich. But one day he said ‘Atsushi, you should be a teacher.’ I don’t
know why, perhaps because of my personality. But after that, I gradually became
interested in teaching. So that’s the starting point I think. (Atsushi, 060608: p.1)
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At university, he was shocked at the quality of English language education and so
decided on a career as a teacher, in particular, a teacher trainer to those who want to be
teachers of English.
I was shocked by my first English class taught by a native speaker because I
couldn’t understand what my teacher was saying. I could read and write
something, but I could speak and I could understand. Then maybe I thought I
should be a teacher of teachers to change things in Japan, and so that’s why I
decided to go abroad. (Atsushi, 060608: p.1)

While at university, he worked at a junior high school where he soon realised that all the
theories that he learnt at university course had little application. However, one thing that
did emerge from his teaching experience in the high school was that the area of
motivation needed more focus, especially from a Japanese educational perspective. And
so, he focused on motivation as a major topic for his postgraduate studies, and this still
influenced his approach to teaching classes in his current position.

Interactions with significant others in the past contributed to interpretations of
professional identities in the present. The experiences and reflections provided the
teachers in this study with benchmarks from which they incorporated or rejected aspects
of those past interactions with their interpretation of being a teacher in the present.

5.4 CHAPTER SUMMARY
In summary, the research findings identified numerous objects that significantly
affected how the teachers negotiated and managed their professional identities. The
objects found to be significantly influential included: interpretation of their notion of
being

a

teacher,

interpretation

of attributes

that

characterise

professionals

(qualifications, knowledge, skills), culture of professional learning and professional
guidance, contextual factors, life experiences and interactions as with others (students,
colleagues, management and others). These objects characterised the nature of
professional identities and the key features that constitute the professional identities of
the teachers in this study.
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Being a teacher was not necessarily a result form years of studying education or
possessing a particular form of qualification. The motivation or impulse to enter the
field of teaching English did not always originate from a desire to be a teacher, but more
a desire to help people or a feeling that it was a natural fit to become a teacher. Being a
teacher meant joining the fraternity of professionals that epitomise teachers in
mainstream education. However while the teachers in this study characterised their
behaviour and actions as professional, most of the teachers were reluctant to describe
themselves as professional teachers. The findings showed this was partly due to the
negative perceptions of others of English language teachers in Japan.

Another reason for the reluctance was a certain level of conflict between self and otherdefined identities played out in ways teachers labelled themselves. The use of names
and titles played an important role in distinguishing positions and duties within their
workplace. In an attempt to avoid other-defined labels, the teachers adopted a range of
identity labels that distanced themselves from stereotypes that they felt were less
appropriate, such as facilitator, mentor and researcher. This lack of coherence amongst
the teachers and the reluctance to define themselves more confidently as professionals is
perhaps due to the absence of any established professional structure or framework, such
as those commonly found in other professionals guided by peer associations.

The possession of appropriate qualifications also contributed to the process of
interpreting the teachers’ status as professionals. Although most of the teachers were
highly qualified, there was a general feeling that their qualifications were inadequate or
inappropriate for their current roles as teaches of English. Again the lack of guidance
from a framework or standards of teaching practice seemed to limit the process that
allowed teachers to validate their knowledge and skills, and formalise recognition of
their professional identities beyond their immediate contexts. There was evidence in the
findings of a common desire to seek opportunities to develop professionally, but their
current situations limited such opportunities.

The concept of professional development and its relevance to teaching practice was
interpreted in a variety of ways. In principle professional development was viewed
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necessary to remain current and well informed as professionals. However, in practice
there was little engagement in any meaningful activities to develop professionally. One
reason for the limited engagement in professional development activities was an
assumption by both management and teachers that enough was already being done to
maintain levels of knowledge, skills and professionalism. As a result, there was
evidence that this absence of an established system of professional development had left
a void in the teachers’ interpretation of their value as professionals.

There was also limited professional guidance in the forms of any code of conduct or
framework of standards from peer associations. The absence of external professional
guidance, common in other professions, could be the reason for the teachers feeling
isolated within their teaching context and lacking confidence in their interpretation of
their skills and knowledge. They lacked the professional support and framework that
provides standards for teaching practice and therefore a process to measure their value
as professionals.

There was evidence of a perception of cultural divide within the language centre that
affected professional identities. The roles of the teachers were decided by the
management of the language centre based largely on what the teachers assumed was
ethnicity. Native teachers were on short-term contracts, limiting their involvement in the
administration and development of the curriculum process. The Japanese teachers, on
the other hand, were tenured and, as part of their obligations, they were required to be
more involved in the operations of the language centre. The findings indicated the
native teachers felt their presence was largely symbolic, providing students with reallife examples of real English and real English speakers.

The curriculum development process symbolised an object of conflict for many of the
teachers. The findings showed the teachers developed certain levels of ownership over
the process of adapting their knowledge and qualifications in order to practise their
teaching skills. Limitations placed on their involvement in the curriculum process
challenged their sense of ownership and their notions as professionals. This perception
of limitations indicated a certain amount of cultural arrogance and professional myopia.
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There was evidence in the findings that the teachers seemed to overlook the possibility
that lack of skills and their own perspective were the limitations to being more involved
in the functioning of the centre and not language centre policy or some form of
discrimination. The foreign teachers seemed to expect equality, but a notion of equality
defined by themselves. As a result, the nature of their professional identities seemed to
be influenced by conflict from their interpretations of actions of others within their
social situations.

There was evidence of implicit factors affecting professional identities. The obligation
to participate in teaching activities perceived to be unrelated to core teaching activities,
such as participating in committee meetings and completing administration work, was
found to be one of the most significant of these factors. Furthermore, not only was their
obligation to participate viewed irrelevant, it was also a contributor to feelings of job
dissatisfaction. Yet, the findings suggested that these activities affected professional
identities as they provide a benchmark against which the teachers measure their
qualities as teachers. The teachers engaged in a process of interpretation within
themselves, comparing and contrasting their notions of being a teacher with activities
they perceive to be unrelated to the role of a teacher. This created in their minds defined
notions of who they were or wanted to be as teachers.

The notion of quality teaching was recognised as an important contributor to achieving
effective learning outcomes, yet it remained a distant concept in the routine activities of
the teachers. It would appear that the commonly held perception that native speakers of
English are more qualified and represent possessors of ‘quality’ language skills remains
largely unchallenged. Proficiency and competency as a teacher of English were
attributes that were reflected in how the teachers identified attributes that best described
a good teacher. By their own definitions, all the teachers saw themselves as being good
teachers, though all Japanese teachers were more reserved in their descriptions. The
difficulty in defining a good teacher was perhaps because the context lacked
professional guidance or tools to measure their teaching practice. Teachers’ knowledge
and skills are given relevance through interactions with others. The findings, however,
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showed the teachers had little opportunity for interaction outside the classroom and
therefore little chance to benchmark an individual’s performance against that of peers.

Teacher-student interactions are the most significant interactions that affect the
professional identities of the teachers. The findings showed the meaning of the
interactions manifested through face-to-face encounters, reflection on the depth of
relationships, and the terms of address used by students. It is where knowledge and
skills as professionals are given relevance, communicated and represented through the
practice of teaching. These forms of interaction were also seen as indicators of success
or effectiveness of teaching practice, affecting levels of success or effectiveness as
teachers of English that correlated with a sense of job satisfaction. In the absence of any
formal measure of teaching practice or framework of teaching standards, the
interactions between the teachers and their students provided an important space to
measure and evaluate their own teaching practice, based on self-imposed standards.

All teachers interacted with colleagues both professionally and socially, but they
described their overall levels of interaction as being minimal. There was evidence that
exclusion from certain duties and committees limited opportunities for foreign teachers
to share and discuss ideas as teachers. The professional identities of the teachers were
found to be negatively affected because of the limited professional association and
interaction within their teaching context. Instead of being in a context that fostered the
development of ideas and provided peer support, the teachers found themselves in a
context that largely isolated them from each other. The isolation from others created
negative images and perceptions of those others. Other social interactions that were
found to significantly affect the negotiation process of professional identities included
relationships with others within the teaching environment and others outside this
environment and interpretations of interactions with notions of personal life
experiences.

Interpretation of physical objects (such as lesson materials, textbooks, clothing and
workspace) were found to be active in how the teachers negotiated their professional
identities as teachers of English. The process of negotiating professional identity is
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influenced by meaning placed on those objects by individuals. It is an opportunity to
personalise a part of their professional lives that make them feel more comfortable as
teachers. Like many occupations, having one’s own space is a concept that tends to
have its advantages: the ability to ‘own’ space, style it to individual needs, function, and
characteristics, and limitations: sharing an office due to limited space regardless of the
dynamics, or lack of, between the individuals. While not a major attribute to being a
teacher, office space emerged as playing a role in the function of being a teacher. The
interview data indicated that having a permanent personal space gave the opportunity to
incorporate aspects of the teachers’ personal life into the act of being a teacher. It also
indicated that being allocated personal office space contributed to a sense of belonging
and closeness towards the organisation.

Life experiences for some of the teachers were used as a benchmark against which the
teachers gauged a sense of achievement or success in what they did as teachers and how
they felt about themselves being teachers in the profession. The research findings
showed that each teacher interpreted past events and experiences as meaningful
episodes, significant to how they saw themselves as teachers in the present, valuable
resources on which to draw in order to perform in their dynamic roles as teachers. Their
professional identities were not only defined by their actions in the present, but also by
interpreting past experiences and using those interpretations as a resource to fulfill their
roles as teachers. Experiences and interactions with teachers from the participants’
pasts, for example, contributed to their interpretations of professional identities as
teachers of English in the present. Interactions with significant others in the past
contributed to interpretations of professional identities in the present. The experiences
and reflections provided the teachers in this study with benchmarks from which they
incorporated or rejected aspects of those past interactions with their interpretation of
being a teacher in the present.

A sense of belonging resonated as one of the most telling attributes associated with
being employed full-time within the language centre and becoming established in the
teachers’ careers. The process of becoming a teacher is often assumed to be influenced
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by the actions of others (management policy, for example), but the responsibility of
becoming a teacher perhaps lies largely with individual and not the actions of others.

The findings support this thesis’ assumption that teachers possess professional
identities, shared many objects with their professional peers in mainstream education.
The findings from this study showed that the professional identities are significantly
affected through rich interactions with many objects in their teaching environment and
that none of the objects were significantly more important than any other. The teachers
were found to have professional identities, but their professional identities were
negotiated and managed both explicitly and implicitly through activities and routine
teaching practice. The nature of their professional identities and the key features that
characterise professional identities are discussed in chapter 5.
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Chapter 6:

DISCUSSION

6.1 INTRODUCTION
The research literature on professional identity focuses largely on the development of
professional identity in early career teachers or through the process of teacher education
(for example, Danielewicz, 2001; Clarke, 2008; Cohen, 2010; Devos, 2010). Others
discuss the role of professional development activities in the process of negotiating
professional identity (for example, Battey & Franke, 2008; He et al., 2009; Soriano,
2009). Yet few studies focus on the professional identities of teachers established in
their careers (Farrell, 2011). Furthermore, the research is limited in its investigation into
the factors that impact on the process of negotiating professional identities or exploring
the nature of the professional aspect of professional identities (Beijaard et al., 2004).
In this chapter, the main research findings are drawn together in a discussion that aims
to contribute to the current notion of professional identity and the implications of this
understanding for teachers of English in Japan. It concludes with a discussion of the
implications of the value of understanding the notion of professional identity for
teachers of English in Japan, and in particular, the link between the nature of
professional identity and efforts to develop teachers of English professionally in order
to contribute to addressing the current and future challenges facing universities in Japan.

6.2 THE NATURE OF PROFESSIONAL IDENTITY
The literature often views the development of professional identities of teachers
emerging from the engagement in activities of professional development (Beijaard et
al., 2000). Teachers in this study, however, rarely engaged in such activities of any
significance. Furthermore, they managed to maintain their professional identities as
teachers of English in the absence of academic leadership and guidance, whether
internally, such as peer academic leadership, or externally, such as a regulatory body or
professional association providing a standards framework, code of ethics, or collegial
discipline. In other words, the teachers as professionals maintained certain levels of
professionalism that provided a basis for their professional identities as teachers, yet
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rarely engaged in activities that evaluated or provided guidance for their development as
professionals: a professional paradox.

6.2.1 BEING A PROFESSIONAL: A WHOLE GREATER THAN ITS PARTS?
Individuals’ identities emerge as a result of interactions in social contexts, of which
professional identity is focused on individuals as professionals within specific fields,
such as teaching (Beijaard et al., 2004). Beijaard et.al. (2004) argue that the research
literature is limited in its discussion of the professional aspect of professional identities.
The notion of professional is defined by a commitment to common standards, shared
responsibilities amongst peers, and engagement in activities of professional
development in order to remain familiar with current trends within the field of practice
(Shacklock, 1993; Crandall, 1996; Hilferty, 2008; Connell, 2009).

When individuals are defined as professionals, they are defined by others based on the
recognition of a number of attributes and criteria that differentiate them from nonprofessionals: qualifications, skills, behaviour, professional guidance and accreditation
(Piper, 1992; Crandall, 1996; Professions Australia, 1997). It is also a perspective
individuals have of themselves through their own views of worth and level of
contribution to their practice and the field in general. The notion of professional,
therefore, is more than qualifications, experiences or association with others. From the
perspective of the individual, it is intrinsic. It is the need to engage in a process of
continued learning and development in a chosen professional field that adds value to
how individuals define themselves against others in social situations.

The notion of professional that characterised the teachers in this study reflected, in part,
attributes of Nerland and Jensen’s (2007) professional self: in particular, innovation and
autonomy as key attributes that define the personal perception of a professional.
Nerland and Jensen’s description suggests a deeper interpretation with the notion of
professional that includes attitudes or evaluative judgement (Weiss, 2002) and affective
attributes such as, sense of fulfilment or self actualisation (Maslow, 1943). Through this
process of interpretation of the professional self, individuals establish personal goals
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and aims that extend their skills, knowledge and practices in order to meet the broader
goals of their profession and shape their professional identities. This deeper
interpretation into the notion of professional in professional identity of teachers is often
neglected in other research into professional identity (Beijaard et. al., 2004).

6.2.2 UNDERSTANDING

THE NATURE OF PROFESSIONAL IDENTITY:

DEGREES

OF

PROFESSIONALISM

This study also points to the presence of conflict as part of teachers’ processes of
negotiating their professional identities. The teachers in this study had dedicated their
careers to teaching with passion and commitment. They displayed enthusiasm to
developing their professional skills to enhance their teaching practice and maintain a
certain level of satisfaction in their performance as teachers of English. Yet they also
felt constrained by contextual objects, such as obligations to participate in activities they
deemed unrelated to teaching, lack of recognition by management of their contribution
and value to the language centre, and opportunities to address gaps in their knowledge
and skills. The status of the teachers could be described as one of professional paradox,
as discussed in chapter 1. The nature of the teachers’ professional identities, therefore,
could be characterised as having degrees of professionalism, which relates to feelings of
fulfilment relative to their status as professionals, as illustrated in Figure 6.1. The figure
depicts the continuous nature of professional identity, representative of a specific point
that is both temporal and spatial.

Sense of
fulfilment

Professional

Non-professional

Lack of
fulfilment
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Figure 6.1: Degrees of professionalism

SENSE OF FULFILMENT/LACK OF FULFILMENT
The sense of fulfilment/lack of fulfilment axis (in Figure 6.1) reflects the continuous
notion of becoming a teacher (Mayer, 1999) and its relationship with a sense of
fulfilment as a teacher. This notion is reflexive characterised by a change in innerunderstanding (Korthagen, 2004). It is the individual’s ability to reflect, or as Blumer
(1969) described it, the process of interpreting meaning from interactions with inner
conversations within the individual. This ability to be reflexive is viewed by symbolic
interactionism as a necessary source of agency (Weigert & Gecas, 2004). The individual
becomes active in deciding action and behaviour of who they want to become within a
social situation. The teachers in the study were in a constant process of reflection
throughout their teaching practice and routine activities as teachers of English. They
were (re) defining themselves not only as teachers of face-to-face teaching, but also
through their activities within committees, their involvement in both individual and
collaborative research and through socialising outside of the workplace as teachers.
Therefore the vertical axis in Figure 6.1 represents the fluidity of the nature of the
teaching environment, contributing to professional identities, affected by specific social
interactions and situations.

Characterisitc of this fluidity is the temporal aspects of teaching English in Japan.
Professional identities are characterised by a constant process of (re) negotiation as a
result of change or challenges within each teaching context. The teachers were engaged
in a continuous process of interpretation and reinterpretation of their professional
identities and objects that affected them as they moved from one situation to another,
whether it be moves between different schools or between positions within the same
schools. This was evident when the teachers compared past teaching experiences with
current ones. Chloe, for example, recalled how she found the JET Program a less than
satisfying experience, unlike her current role at Makuhari University in which she finds
her role as a teacher thoroughly rewarding and satisfying, as illustrated in Figure 6.2.
Chloe’s description of her experiences reflects an apprenticeship-style process that often
characterises ELT in Japan. Teachers enter the field as novices, mentored by more
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experienced and knowledgeable peers until the novices become confident and proficient
in their abilities to survive as professional selves.

Sense of
fulfilment
Makuhari
University

Professional

Non-professional

JET
Lack of
fulfilment
Figure 6.2: Diagrammatic representation of comparative shift in Chloe's sense of fulfilment

Chloe’s level of fulfilment was affected through change in both location of employment
and types of teaching. Her level of fulfilment was also affected through developing
further her knowledge and skills of teaching through formal education and experiences
of teaching practice. Chloe’s sense of fulfilment moved further up the scale after
earning a postgraduate qualification which led her to teaching positions that were more
suited to her aims as a teacher. The level of fulfilment as a teacher of English is
therefore linked to several factors that include teacher knowledge, context of teaching
experience and teaching experience itself.

The axis depicts the sense of achievement as teachers reflect on both the present and the
past in order to negotiate professional identities for the future. It reflects a level of job
satisfaction, which Weiss (2002: p.175) defines as a positive (or negative) attitude and
evaluative judgment made about a job or a job situation. For the purpose of this study,
however, the term ‘fulfilment’ is more appropriate than ‘job satisfaction’ as the latter
implies a process that encompasses evaluation of performance by others. The notion of
fulfilment stems from individuals’ views of affective factors they associate with their
roles and actions as teachers. The data from this present study showed the teachers’
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greatest level of fulfilment occurred when they were engaged in routine teaching
practices in the classroom and through their interactions with students both in the
classrooms and in other social situations. Alice’s (see 5.2.9)16, for example, sense of
fulfilment was strongest as a teacher when she was in the classroom, associating the
activities of teaching practice with routines undertaken that directly relate to contact
with students (see Figure 6.3). In contrast, teachers felt less of their professional
identities when engaged in activities that they viewed as ‘non-teaching’, such as
attending committee meetings or completing administrative duties within the language
centre. The nature of fulfilment is fluid, dependent on the context and social interactions
contained within that context.

Aspects of other identities also affected levels of fulfilment. The boundaries between
professional identity and personal identity were not always obvious, despite the teachers
declaring that they preferred to keep the two separate. This echoes symbolic
interactionism’s view that social interactions are interrelated with every aspect of an
individual’s life and that a sense of fulfilment extends beyond the workplace into life in
general (Smith, 1992). A sense of fulfilment indicates individuals’ gauge of how they
feel about their jobs and the aspects of their jobs regardless of whether they are
considered professional or not. Furthermore, it has a relationship with the depth of
engagement individuals have to their career as teachers. Career encompasses past work
history, present occupation, and plans for the future (Shaffir & Pawluch, 2003: p.898).
The greater the sense of fulfilment, the greater the desire to become more engaged as a
teacher and therefore more committed to a career in becoming a teacher of English.
Alice, Brad and Yuuka, for example, felt fulfilled as teachers when their classes reacted
positively to their lessons, expected outcomes were achieved or challenges faced were
overcome effectively. Etsuko, on the otherhand, felt less fulfilled as a teacher of English
even though her majors in both undergraduate and postgraduate qualifications were
related to English and ELT. Etsuko’s situation was not only affecting her teaching
practice, but also personal life (5.2.9). Their current positions at Makuhari University
could be located in the quadrant as follows:

16

Denotes preceding chapter and section numbers
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Sense of
fulfilment

Brad
Yuuka
Alice

Non-professional

Professional

Etsuko
Lack of
fulfilment
Figure 6.3: Diagrammatic representation of teachers' location relative to their sense of fulfilment as
teachers at Makuhari University

Despite personal circumstances, the teachers were dedicated to continually developing
material and ideas that they felt would enhance the learning experiences of their
students while also fulfilling their notions of being effective teachers. It reflects an
aspect that is beyond the outcomes of teacher education. Alsup (2006: p.6) refers to this
as ‘the in-between ground, the place of becoming, the space of ambiguity and
reflection… a place for experiment’. In their quest to achieve their goals of effective
teaching practice, the teachers pushed themselves to try new things and experiment with
ideas and approaches that not only benefit the students but also adds value to their views
of themselves as teachers. Despite the presence of constraints and challenges, the
teachers remained committed to their teaching practices.

The constraints felt through interactions with objects and the actions of others within the
language centre affected the teachers’ levels of fulfilment as teachers of English and
their perspectives of their professional identities. This notion of fulfilment is
characterised by individuals engaged in a continuous process in which they ‘negotiate
conflicting subject positions and ideologies while creating a professional self’ (Alsup,
2006: p.6). The constraints influenced how teachers measured their professional
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identities as effective teachers of English, which related to their senses of fulfilment in
the role.

The axis reflects the symbolic interactionist principle of process of inner conversation
that continuously takes place in the role of the teacher. Individuals constantly interact
with their own notions of professional identity as a teacher and the interpretations and
actions of others towards them as teachers (Blumer, 1969; McCall, 2004). It supports
Mayer’s (1999) claim that a sense of self as teachers of English is developed through
this process of inner conversation and interpretation. The greater the sense of fulfilment,
the stronger the sense individuals view themselves as teachers. The implication of this is
a greater sense of self as a teacher that, as an effective teacher, inevitably flows through
to teaching practices with positive influences on learning experiences.

NON-PROFESSIONAL/PROFESSIONAL
The non-professional/professional axis reflects the present state of being a teacher,
influenced by objects of both the present and the past to negotiate professional identities
as teachers of English. Being a teacher is characterised by the actions of a teacher
(Mayer, 1999). Professionals are defined by their actions, behaviour, sense of
responsibility and autonomy within a specific field (Nerland & Jensen, 2007) in
addition to recognition of skills and knowledge by peers and the broader community
(AITSL, 2011). It represents the level and depth of knowledge, skills and experience
within the specific field. The non-professional/professional axis in Figure 6.1 represents
these aspects of a teacher: defining their degree and nature of professionalism by what
they do and the manner in which they do it. There is also a temporal/spatial aspect to
this axis. Status as a professional is relative to the knowledge and skills developed over
the time spent teaching and experiences encountered at locations of teaching.

The teachers in this study had all moved from the non-professional end towards the
professional end on the horizontal axis, with some teachers further along than others. As
illustrated in Figure 6.4, the teachers’ professional status reflects the depth of
engagement in their careers as teachers, characterised largely by qualifications and
experiences.
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Figure 6.4: Diagrammatic representation of teachers' professional status

Atsushi and Ichiko, for example, began their working lives as trained teachers,
dedicated to a career in ELT and both had earned doctorates in areas related to ELT. As
such, they would be located further along the professional end of the axis, unlike Jenny
and Tommy who have no postgraduate qualifications in ELT and began their working
lives in non-education fields. However Ichiko and Atsushi felt less fulfilled in their
present roles because they felt they were being underutilised considering their levels of
education. Tommy and Jenny, on the otherhand, indicated greater sense of fulfilment,
perhaps because as part-time teachers, they largely responsible for teaching and have
limited obligations to other activities standard in full-time positions, such as
administration work. They indicated a comfortable balance existed between their
working lives and personal lives. Jenny, however, intemded at a later stage to find fulltime employment once she had completed her masters degree in TESOL. This reflects
the nature of teaching and the fluidity of their professional identities; development as
teachers is ongoing, passing through different stages in their careers and degrees of
development as professionals.

Both axes reflect degrees of professionalism that characterise the professional aspect of
professional identities. The axes are relative to temporal and spatial aspects of the
teachers’ professional identities. Spacial represents the aspect of the process of
professional identity that is dynamic specific to social situations. Every time teachers
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change employment locations or positions within a location, they are affected inevitably
by the process of (re) negotiation their professional identities relative to their contexts.
Temporal represents the notion of being a professional that develops over time. An
individual freshly graduated from a program of teacher education, for example, could
not be viewed equal to an individual who has been teaching for many years. The
teachers of many years have accumulated greater depths of knowledge and skills from
both teaching and life experiences. The new recruit, by comparison, has both limited
teaching experience and development of skills and knowledge. Over time and with
greater experience, the new recruit’s levels of confidence and development in
professional attributes such as independence and responsibility will have advanced from
the comfort of newly acquired knowledge from their years of teacher education.

Defining professional status within professional identity is largely a process that
involves others: a measurement of an individual’s ability and value to the peers and
broader community. This process includes achieving awarded levels of education
(5.2.12), accepting employment in specific roles (5.2.2) or the role of others in career
progression (5.2.16 and 5.3.6). The nonprofessional/professional axis reflects the public
face of the teachers’ professional identities largely through the interpretations of their
actions and behaviour by others. This reflects the principle of social interaction
advocated by symbolic interaction that individuals have to fit their own line of activity
into the action of others (Blumer, 1969: p.8). It also reflects the temporal and dynamic
attributes that often characterises identity in the research literature (Erikson, 1968;
Ochs, 1993; Norton, 1997; Beijaard et al., 2004; Varghese et al., 2005; Clarke, 2009).
The professional aspect of professional identity takes time to develop as a product of
social interaction. As part of the process, individuals move in and out of various groups
based on attributes that are identified and accepted for specific social situations. Like a
snowball rolling down the side of the hill, the teachers gather momentum in their
careers and build their external feature that identifies them as both a teacher of English
and a professional.

While there are many studies that focus on professional identities of teachers (for
example, Kostogriz & Peeler, 2004; Hooley, 2007; Clarke, 2008; Devos, 2010; Vloet &
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van Swet, 2010; Farrell, 2011), few focus on the professional aspect of professional
identity (Beijaard et al., 2004). This study opens up a discussion to address this gap by
focusing on attributes that defined the professional status of the teachers’ professional
identities in this study. The attributes coalesced into three broad categories: professional
guidance, professional development, and professional practice, which are discussed in
more detail in the next section.

6.2.3 PROFESSIONAL GUIDANCE
One of the criteria that often defines a professional is the governance of the profession
by a regulatory authority comprised of peers from within the profession (Greenwood et
al., 2002; Shafer & Owsen, 2003). However in the absence of such an authority doubt
was created as to the legitimacy of the teachers referring to themselves as professionals.
They were also reluctant to view ELT as a legitimate profession despite its prominence
in the country’s education system. While there are two main professional organisations
in Japan associated with ELT: JALT and JACET, this research showed that they played
a relatively minor role in providing guidance or governance to the teachers in their
teaching practice. Teachers viewed both organisations as something akin to a ‘cargo
cult’ (Feynman, 1997): organisations that seemed to offer a great deal, attracting a core
group of dedicated followers, but delivering very little in terms of professional
knowledge to the wider English language teaching community. The connection between
a rich and valuable source of knowledge and support, and the broader teaching
community was missing.

There was a sense of general hopelessness/limitation felt by the teachers as
professionals or individuals within a profession: their skills, knowledge and experiences
were undervalued and underutilised. Brad, for example, commented that he felt over
qualified for what he did as a teacher. Another teacher, Alice, indicated a feeling of
frustration and disappointment with teachers she had encountered during her time in
Japan:
In Japan, teaching English is mostly dead and I suspect that is why some
teachers act unprofessionally. (Alice, 090608)
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In her comment above, Alice reflects on the status of others within her field whom she
sees as unprofessional; those she defines as unqualified and unskilled to teach English
effectively. Alice’s comment indicates a feeling of frustration that others outside of her
profession view her similarly. This could mean that teachers’ professional identities
were affected by the absence of leadership in the form of association networking and a
sense of displacement from a professional community. In terms of this study, leadership
encompasses both professional leadership (professional guidance from others, such as
management, professional peer organisations) and teacher leadership (teachers as agents
in bringing about change in their own practice of teaching and influence change in
others within their teaching contexts) (Harris, 2005).

Professional leadership, through management, peers or professional associations for
example, provides a system that raises and maintains awareness of who individuals are
as teachers, offering systematic acknowledgement of their worth and reinforcement of
their professional selves through mechanisms such as engaging in activities of
professional development and recognition of skills and knowledge by way of
accreditation (Greenwood et al., 2002). Professional leadership also create frameworks
for standards of practice that are recognised and valued throughout the profession. The
national associations associated with language teaching in Japan, JALT and JACET, for
example, provide a loose professional framework for the teaching of English in Japan.
Both, however, lack the universality to enforce self-regulation for standards of practice
that define other professional entities with the capacity for self-regulation.

There was division, partly created because of the cultural divide between Japanese
teachers and foreign teachers, and partly because of the isolation within the teaching
context and within the teaching field. The division created certain assumptions that
professional guidance was ingrained within the cultural group of each division. When in
fact a more holistic approach to professional leadership is needed. The teachers wanted
professional leadership to validate their teaching practices and status as professionals.
They also looked to professional leadership for guidance that builds on the aspects of
who they are as teachers and as professionals. For the teachers to be considered or seen
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as professionals, however, there needs to be a connection to a broader professional
community (Mullins & Ingvarson, 1999).

Identifying degrees of professionalism aspect of professional identity, recognises a need
for an increased role of the professional organisation bodies to provide a standard for
professionalising the teaching of English in Japan. Guidance may not lead to greater
fulfilment, but it would provide industry-wide accepted standards of teaching practice
that takes the mystery out of whether teachers are effective or the feeling of inadequacy,
as indicated by several teachers in chapter 5. Within the context of teaching English in
tertiary education, the core attributes exist to standardise the professional status of its
teachers, similar to standards that frame teaching practices in mainstream education in
places like Australia and the UK (TDA, 2007; AITSL, 2011).

6.2.4 PROFESSIONAL DEVELOPMENT
… clearly one part of your job is to become a better person.
(Maslow, 1973: p.153)

The absence of professional guidance creates a gap between informed action and
reflection. Many of the teachers’ understandings remained implicit and to some extent
hindered their professional growth. Maslow’s provides a clue is that in order to be of
value to other people, we must be in a better position ourselves. Remaining static is not
an option in the role of an effective teacher. Professional development is often seen as
the most obvious avenue to becoming a better teacher and a significant influence on
professional identity (Battey & Franke, 2008; Swennen et al., 2008; Lamote & Engels,
2010, for example) and a concept that informs programs to improve teaching practices
in both ELT and mainstream education (Guskey, 2000; Bailey et al., 2001; NSW DET,
2003; NSW Institute of Teachers, 2005; Battey & Franke, 2008; Murphy & Calway,
2008; He et al., 2009; Devos, 2010). It has often been described as a conscious
engagement in activities focused on developing their knowledge and skills of teachers
as a means of improving teaching practice and learning outcomes. This study, however,
showed that professional development held little value for the teachers as a concept
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(5.2.14) or part of their teaching practices. It was a concept that the teachers chiefly
associated with attending conferences or writing papers for the university’s journals, but
indicated a lack of interest in engaging in such activities. The space for reflection as
teachers was absent from the nature or culture of their teaching.

All of the teachers claimed that they had not actively engaged in specific activities of
professional development, apart from attending conferences or an occasional workshop.
One teacher in particular, Alice, while declaring that she would always be a teacher,
quite adamantly claimed that undertaking professional development, including research
related to her teaching, was a waste of time. Her view highlights a contradiction in a
limitation of professional identities: the teachers were not interested in researching areas
of teaching either about their own teaching or teaching practice in general, yet they
attempted to assume a position of professionalism as a teacher. But it also raises an
important question: if the teachers rarely engaged in activities of professional
development, how did they manage and negotiate their professional identities?

There were aspects to the teachers’ roles that characterise teaching English at a
university in Japan as unique. The teachers were required to devise, develop,
collaborate, administer and evaluate syllabi specific to their teaching contexts, often
independent of any official guidance or adherence to teaching frameworks. These
activities placed enormous demands on them to meet learning outcomes and maintain
expected levels of teaching quality. As a consequence, they were given little
opportunity to reflect and develop as teachers. The opportunity to incorporate formal
professional development activities into their teaching practices was limited. The
teacher, instead, developed professionally through their routine activities. Specifically
through social interactions with students and colleagues and experimentation of ideas
developed into lessons within their own classes. However to dismiss them as nonprofessionals because of limited engagement with professional development overlooks
some other key indicators that define them as professionals, such as, their levels of
skills and qualifications, years of experience, and sense of responsibility to their field.
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Teachers negotiated their professional identities through implicit professional learning
and development. The notion of professional learning refers to a system that interrelates
long-term and encapsulating multiple conditions for teacher learning (Hoban, 2002:
p.68). The findings, however, suggest that this notion of learning may be too narrow;
instead, both implicit and explicit notions of professional learning may need to be
explored. Explicit notions of professional learning and development are represented by
activities discussed in previous sections, such as workshops, seminars and peer
observations. However a broad application of notions of professional learning cannot be
assumed appropriate for all contexts such as ELT in higher education in Japan. The
nature of teaching English in Japan requires approaches to develop teachers
professionally that reflect the implicitness of professional learning in this unique
teaching context. In terms of this study, implicit professional learning and development
is characterised by routine activities performed in the role of being a teacher, such as the
process of planning, preparing and delivering lessons or actively participating in
committee meetings.

The teachers preferred work-based professional development instead of activity-based
professional development, which is consistent with current research into professional
development (Ingvarson et al., 2005; Fraser et al., 2007; Hill, 2009; Devos, 2010). All
but one of the teachers found the interview process for this research rewarding as it gave
opportunities to reflect on issues and ideas that they do not have the opportunity to do in
their daily practice as teachers. Given the nature of teaching and the time limitations
that are placed on the teachers, there is value in research interviews for teachers to
explore themselves as teachers, providing important space for reflection. Opportunities
such as these need to be in forms in which teachers feel comfortable to reflect openly.
More importantly, it requires engagement that impacts the least on their teaching
routines and practices. They require space for reflection and discussion of their teaching
that complement their routines rather than create additional burdens or obligations to
participate. This could mean that perhaps the interviews themselves are not the panacea
to the issue of professional development, but more fundamentally to converse equally
with peers in informal settings. This highlights the significance of social interactions on
the process of reflection that impacts professional identity as teachers of English
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(Blumer, 1969; McCall, 2003). It is a way for their implicit knowledge and
understanding to be made explicit and therefore be the focus of reflection and growth.

6.2.5 PROFESSIONAL PRACTICE
Implicit forms of professional development through routine activities contributed
significantly to the professional identities of the teachers. There were some activities
such as committee work and meetings, that made the teachers feel less of a teacher.
However these activities were also significant in the negotiation process of professional
identities because they made the teachers reflect on their own concepts of being
teachers, distinguishing the attributes and actions that they felt defined them as teachers
against those that they felt were not relative or applicable.

Committee participation, for example, was found to benefit both the language centre
and teachers. As part of their teaching obligations, participating in committees benefited
the organisation because the teachers were committed to developing ELT. They were
obliged to contribute to the work of the committees that demanded outcomes of certain
standards and expectations. Through this commitment, the teachers implicitly learned
about and reflected on themselves as teachers through their interactions with others in
the groups, application and modification of their skills to achieving the objectives of the
group, and reflection on themselves as teachers.

The active role of the individual in the process of negotiating professional identity is
important to explore. Teachers exercise agency through various interactions with others
that justify and explain who they are in relation to other people and contexts (Beijaard et
al., 2004). Limited interactions with others impacted on this process and their
development of their teaching practice. However the teachers never saw themselves also
as contributors to their limitations. The teachers constructed their constraints as limiting
agency and responsibility, but quite often the teachers were unaware of their own
abilities to overcome such constraints and take a leadership of their actions within their
own contexts. In terms of this study, this type of teacher leadership refers to the inner
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ability to bring about change in their own practice of teaching as well as change in
others within their teaching environment (Harris, 2005). Teachers viewed the actions of
others as sources of limitations and constraints to their own actions, but were unaware
of the power and resources that existed within their control to bring about change
through their own agency.

There is a need for some level of understanding and acknowledgement of the
individual’s place and role in a situation; for example, the foreign teachers not gaining
tenured employment like their full-time Japanese colleagues. From the perspective of
the foreign teachers, the decision by the university not to offer tenured positions is
viewed negatively. It is a decision that suggests racial prejudice. Foreign teachers saw
their ethnicity as a limitation to securing permanent employment. However, a tenured
position requires individuals to be more highly proficient in Japanese language in order
to participate as an active faculty member. The reaction of the foreign teachers suggests
a certain level of cultural arrogance expecting to be treated exactly the same as their
Japanese colleagues. A different perspective of the context suggests language is viewed
as a required skill for a tenured position rather than language being used as a cultural
barrier.

While the university, through its policies and management, significantly influences the
teaching environment, the research demonstrates that the teachers have the opportunity
to develop professionally at their own hands, reflecting key attributes that characterize
being a professional, such as autonomy and responsibility (Nerland & Jensen, 2007).
The teachers’ professional identities were determined not only by others through their
interactions and interpretations of those interactions in professional practice, but also by
the individuals themselves. An implication of this research is the attention it gives to the
importance of providing a clear and transparent process for professional practice that
incorporates opportunities for career progression.

6.2.6 SECTION SUMMARY
This section of the chapter discussed the findings that addressed the first research
question regarding the degrees of professional identities of the teachers in the research.
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The teachers possessed professional identities because of attributes that defined them as
professionals: high levels of qualifications, skills and knowledge, commitment and
dedication to their profession, and sense of responsibility to their practice of teaching.
However, the absence of several attributes that are common to other professionals,
largely professional leadership by peer or professional associations and the active
engagement in activities that develop teachers professionally, were also found to affect
the process of negotiating their professional identities.

The next section of the chapter discusses findings that explored the processes of
negotiating and managing the teachers’ professional identities. Instead the teachers
develop professionally through routines and activities associated: professional practice.
The implications of these activities impact professional identity through developing
levels of skills and knowledge.

6.3 PROFESSIONAL IDENTITY: THE STRUCTURE OF THE NEGOTIATION PROCESS
6.3.1 INTRODUCTION
According to Buzzelli and Johnston (2002), identities can be assigned or claimed,
reflecting a conscious action. In this study there was little evidence that teachers
consciously claimed professional identities as teachers. Roles of teachers were assigned
to them and they performed and practiced activities expected of them in their given
context. Nor did the assigning of the role of teacher automatically create a professional
identity as a teacher of English. Instead, teachers engaged in a continuous process of
negotiating professional identities through interpretations of meaning from interactions
with a number of significant objects.

The objects (3.2.4) found to impact professional identities defined a process comprised
of three components (see Figure 6.2): being a teacher (action as a teacher), social
connections as a teacher (interaction as a teacher), and becoming a teacher (reflection as
a teacher). Being a teacher relates to the present state of the teachers within a specific
context and time. It draws on objects of the past, interpreted in the context of the present
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(Charon, 2004). Becoming a teacher 17 refers to the ongoing practice of teaching. It
draws on events, experiences and notions of the past and present, projecting them to
future contexts (Mayer, 1999). The notion of social connections connects the two
components, illustrating the interactions between at least two agents acting upon one
another, creating meaning and feeding the process of interpretation (McCall, 2003).
Social interactions provided the stimulus that propelled them into the second loop of
becoming a teacher: a part of the identity negotiation process that involves greater
commitment to teaching and strengthening of their interpretations of their own
professional identities. Linking the two components was the influence of social
connections of the teachers. It was found to influence the direction of movement and
depth of interaction with the objects within each loop of the process.

Within each of the components, a number of objects were identified as having
significant influences on the process of negotiation and management of the teachers’
professional identities: the things that brought them into teaching, the things that have
kept them teaching, and the things that might continue to keep them in teaching.
Through their interpretations of these objects and how they assigned meaning to them in
relation to how they viewed themselves as teachers, the findings confirmed key features
considered essential by Beijaard et. al. (2004) that characterised their professional
identities as teachers. These features are discussed later in this chapter.

17

The terms ‘being’ and ‘becoming’ have a long history in Western philosophy. They were chosen
because of their usefulness in discussing the components of the process of negotiating professional
identity. It is beyond the scope of this study to explore each term in more detail.
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Figure 6.5: The process of negotiating professional identity as a teacher of English

The engagement of individuals in the process suggested a continuous motion through
the distinctively separate but connected components of the process. Individuals were
engaged in this process while active in their roles as teachers of English. As the teachers
encountered, experienced, or reflected on these objects, they engaged in the process of
negotiating their professional identities as teachers of English. Some objects were more
dominant than others, for example, the influence of participating in a global youth
organisation for Daryl remained strong in his approach to teaching and how he viewed
and valued his students.

It was also found that teachers may not engage in each component of the process
equally. Teachers rarely engaged in professional development activities, and many had
doubts about their futures as teachers due to concerns about employment security. The
research showed, however, that continuous development as a teacher did take place,
even for Alice who declared no interest in undertaking further studies in her area or
active engagement in professional development activities. And it is this finding that
challenges the notions of professional identity and its association with professional
development. How do the teachers manage their professional identities given they rarely
engage in significant activities to develop professionally?
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6.3.2 BEING A TEACHER
The notion of being a teacher represents the part of the process that is most visible of
the teachers professional identities, largely through actions that reflect skills and
knowledge as a teacher (Mayer, 1999). It is a term commonly used in the literature, yet
its meaning is often overlooked because the notion of being a teacher generally assumes
the possession a professional identity as a teacher. An individual, however, can be a
teacher, yet not possess a professional identity, as illustrated in Figure 6.5. As discussed
in chapter 1, the teaching of English is often characterised by unqualified foreigners
who are brought to Japan as cultural examples of native English speakers, such as the
JET Programme (Council of Local Authorities for International Relations, 2010). Being
a teacher of English in Japan does not automatically equate to possessing a professional
identity as a teacher of English. The influence of many objects associated with teaching
English in Japan complicates the process.

The most prominent objects within this component of the process (see Figure 6.5)
included activities that are expected of individuals in their roles as teachers (5.2.2 and
5.2.3). It also explored the experiences as teachers by the individuals as they view
themselves as teachers such as, influence of past experiences (both learning-related and
general) (5.2.16), interpretation of the role of teacher in the process of curriculum
development (5.2.10), and division by employment status and ethnicity (5.2.5). It also
included influences from objects that are materialistic by nature, such as use of
textbooks, clothing and equipment used in the practice of teaching (5.2.11). The objects
were interpreted with respect to the teachers’ current roles and practice as teachers of
English.

The notion of being a teacher is representative of the actions and functions undertaken
as a teacher (Mayer, 1999). Standing in front of the class, for example, brings with it
preconceived notions and expectations of a teacher. Being a teacher, however, did not
equate to being a professional, nor did it indicate the possession of a professional
identity. The most obvious example of this was the teachers who initially found
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employment as teachers of English despite being unskilled and/or unqualified as
teachers, such as was the case for Barry and Daryl both of whom came to Japan
unqualified and unskilled as teachers of English. Once in the role of an English
language teacher, the teachers engaged in a process of development that echoed
elements of an apprenticeship, learning from more experienced others. Without
previous experiences or qualifications, the teachers behaved according to the
expectations of others. The research showed that these interactions and experiences
influenced how the participants viewed themselves as teachers, and that they were based
largely on their interpretations of how others viewed them and the expectations placed
upon them by others. This is consistent with symbolic interactionism’s principle of
interaction, social which is a matter of negotiating identities and roles through action
and place negotiated within specific social situations (McCall, 2003).

Delineating the notion of ‘being’ is a deep and cyclical process that can prove rather
fruitless when examined in isolation (Heidegger, 1996). While the notion of being is
more in the realm of philosophy and metaphysics, the focus on the individual and the
importance of social context explored in the present, parallels the notions of being in the
sense of existence as opposed to non-existence. Symbolic interactionism views the
individual and society as inseparable units, fundamental to the act of social interaction
(Meltzer et al., 1975). Therefore we may infer that for there to be social interaction,
individuals must exist. As the notion of existence is seen as being attributed to reality,
and that reality exists in the present (Mead, 1932), the concept of the present supports
our exploration of being within a symbolic interactionist framework. The importance of
social context for the notion of being a teacher was found in this study to be formed
through interactions with the expectations of others (for example, students expect
teachers to pass on knowledge or the assumption that native speakers are more qualified
teachers of their language) and the objects associated with the role of a teacher (for
example, qualifications, assumed skills and knowledge, use of tools of trade). As part of
the negotiation process of professional identity, being a teacher is the most visible
component of the process, but not the most defining.
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6.3.3 SOCIAL CONNECTIONS OF A TEACHER
The catalyst propelling individuals through the components of being and becoming
teachers is the component identified as the social connections that the teachers
established and developed through their social interactions as teachers of English. It
represents the gateway to further development of their professional identities. This
second component of the process significantly influenced the teachers’ processes of
identity negotiation as teachers, either consciously or subconsciously.

Social interaction is a key principle of symbolic interactionism. Blumer (1969: p.8)
describes it as ‘a process that forms human conduct instead of being merely a means or
a setting for the expression or release of human conduct’. The process Blumer refers to
implies the continuous interaction between individuals and through that process,
connections are created, developed, modified and maintained or disposed. The social
connections as teachers of English are viewed as the junction binding the notions of
becoming a teacher and being a teacher; where interaction creates meaning, such as
relationships with students, management, and colleagues. It also represents the influence
of associations of the teachers outside the workplace, such as friends, family, and
special interest groups. This component of the negotiation process represents the point
at which individuals are highly interactive in the process of interpreting meaning within
themselves and with others through their acts of social interaction. The professional
identities of the teachers are accepted, rejected or transformed at this point in the
process, not only through the interactions with others, but also through the inner
conversations within themselves. It is part of the process that reflects all three of the
identities: social, situational and personal, advocated by Vylan et. al. (2003), dependent
on the situations within the context, but all three remaining largely behind the guise of
professional identity.

A significant contributor to the teachers’ professional identities is the relationship
between students and teachers (5.3.2 and 5.3.3), found to be critical to how the teachers
saw themselves as teachers: the stronger the relationship, the stronger the teachers’
affinity to their professional identities. All the teachers were strict in creating a
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relationship with their students that separated their personal identities from their
professional ones. None of the teachers felt strongly about developing deep, personal
relationships with their students. However they emphasised the importance of
developing and maintaining relationships that were open and accessible both within the
classroom and beyond. They viewed their relationships with students important to good
teaching experience and as a measure of fulfilment as teachers and contributor to their
sense of worth as professionals. Success is largely measured by positive responses and
acceptable reactions to actions. If expectations are not met, the teachers begin a process
of evaluation and assessment to investigate the cause and develop a course of action.
Fundamental to their role as teachers and their connection with students is maintaining a
situation that is positive, supportive and open to all levels of communication.

Interactions with others were also a significant factor influencing the process of
negotiating professional identities (5.3.4 and 5.3.6). The findings from the present study
indicated the teachers relied significantly on others to reinforce their interpretations of
themselves as teachers through social interactions, shared activities and teaching
practices. The teachers’ involvement in committee meetings, for example, suggested
that the time spent interacting with others constantly challenged their views of
themselves as teachers. While most of the teachers would not claim this type of
collegial interaction as a contributor to their professional identities or beneficial to their
professional development, it reflected the process of interpretation that individuals
engage in order to create meaning: the inner conversation and the process of interpreting
meaning from social interactions with others (Blumer, 1969; Charon, 2004).

Symbolic interactionism’s view of social interaction with others and within the
individual informs the process of negotiating roles and identities (McCall, 2003: p.329).
This process of negotiation contributed to the evolution and maintenance and
negotiation of the teachers’ professional identities. Given that humans are social beings
who rely on the social interactions with others to exist, a process of negotiation is
assumed to exist in order for individuals to find a place within any given social context,
such as teaching English. As stated in chapter 2, Wenger (1998: p.53) held that living is
a constant process of negotiating meaning. The process of negotiation assumes that two
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or more parties are involved in the process, whether it be the inner conversation
individuals have with themselves, or through the process of social interaction with
others, and that within this process, concessions are made by both sides.

When an individual negotiates an identity, it is a process between at least two agents:
the individual and others, or within the individual through inner conversation, a notion
that represents the fundamentals of symbolic interactionism and one that is consistent
with Beijaard et. al.’s (2004) claims of agency as a key feature that characterises
professional identity. Participating in committees, for example, challenged the beliefs as
a teacher: is this really the work of a teacher? Why should I be doing this when I could
be doing something more constructive? The teachers negotiated the meaning of their
interpretations of professional identities as teachers with the roles of teachers. Mayer
(1999: p.7) differentiates the two: a teaching role points to particular functions that have
to be performed to carry out the role of the teacher, whereas a teacher’s professional
identity is shaped over long periods of time and involves core beliefs. The negotiation
between the two provides clarity and distinction to how they view themselves as
teachers in specific teaching contexts. This process of differentiation in itself
contributed to the professional identities of the teachers as it provided boundaries
between the objects the teachers associated with being a teacher and those that they
viewed as being less relevant or a hindrance.

6.3.4 BECOMING A TEACHER
The notion of becoming relates to a process of change or moving towards something,
characterised predominantly by the process of interpretation of the inner conversation
within individuals, or as Blumer (1969: p.5) explains it ‘an internalised social process in
that the actor is interacting with himself’. It is part of the negotiating process of identity
that is continuous and ongoing (Beijaard et al., 2004). The notion of becoming a teacher
is comprised of those attributes that individuals interpret as significant for how they
view themselves as teachers. In this study, becoming a teacher distinguishes itself from
the first component, being a teacher, as it occurs mostly at a distance from the
interaction with others and more within the individual. The findings identified objects
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the teachers considered significant for viewing their professional identities as teachers,
such as, level of engagement with activities of professional development (5.2.14),
interpretation of personal experiences with education and value of qualifications
(5.2.12).

Engagement in this third component required individuals to engage in deeper
conversations with themselves about who they were as teachers and what they needed to
do to maintain and extend themselves as teachers. The third component reflects closer
the objects that define individuals as professionals engaged in a profession, in terms of
status, social standing, formalised knowledge and recognised skills, and extensive
professional practice as teachers (Hilferty, 2008; O'Donoghue, 2009). The notion of a
professional implies greater levels of autonomy in the development as a teacher and
commitment to the practice of teaching (Nerland & Jensen, 2007).

Becoming a teacher relates to the notion of identity that is dynamic and in constant state
of change, like life itself, and recognises that the teacher today may be a different
teacher tomorrow: dependent on the context and interactions with others within the
context, past (life experiences) present and future (considering the next step). According
to Kierkegaard (2004), becoming is related to movement and change. Becoming a
teacher suggests never actually arriving or if we do, we are never the same for long
periods because situations and contexts change, which may influence the process of
becoming. The findings suggested that reflection on teaching practice was an example
of this process and through this process of interpretation of teaching practice,
individuals relate their actions with those of others as a process of measuring success.

The study found that success is largely measured by the teachers as positive or
acceptable responses that emerge from social interactions with students. If the responses
fall short of these expectations, the teachers engage in a process of evaluation and
assessment to identify the problem or issue and work towards an acceptable solution.
This process can often include the others, but the study showed most of the teachers
engaged in this process independently. This process characterises the inner conversation
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in which teachers engage to identify gaps and deficiencies (or perceived deficiencies) in
their teaching practice and then seek opportunities to address the gaps.

The process of measuring success brings teachers to a junction where they address the
issues affecting teaching practice and, more broadly, the nature of job satisfaction (or
dissatisfaction). In the process of addressing the issues, the teachers seek suitable
answers or acceptable compromises, but in the process discover further deficiencies or
new issues that require addressing in order that a level of satisfaction is maintained.
Teaching is a dynamic profession therefore it is difficult to predict the issues and
challenges to effective teaching practice. Teachers are in a perpetual state of becoming.

This section has presented a discussion on the key components of the negotiation
process of the teachers’ professional identities. The process illustrates a continuous
movement that reflects the nature of identity as dynamic, ongoing and socially
constructed (Ochs, 1993; Norton, 1997; Beijaard et al., 2004; Varghese et al., 2005). It
is also consistent with symbolic interactionist principles that human society is
comprised of ongoing activities and therefore, as an aspect of human activity, the nature
of professional identity reflects the same (Blumer, 1969; McCall, 2003; Vryan et al.,
2003). Social interaction is significant to these processes, forming human conduct that
takes into account both the individual and others in the form of collective groups
(Blumer, 1969). As a product of these interactions, objects are given meaning and these
meanings are interpreted within the context of specific situations.

The process described in this section offers a view of professional identity that explored
the influences of the individual, others and the context that answers Beijaard et. al.’s
(2004) call for greater understanding of what characterises professional identity. The
three components discussed above reflect the notion of self being comprised of multiple
identities (Vryan et al., 2003; Beijaard et al., 2004), suggesting perhaps that professional
identity is comprised of its own multiple identities: being a teacher reflects the more
visible aspects and becoming a teacher the process of inner conversation in search of the
better teacher that conforms to both the individual’s notion of a teacher and the
expectations of professional others.
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6.4 KEY ASPECTS THAT CHARACTERISE THE PROFESSIONAL IDENTITIES
The attributes that characterise professional identities of teachers in mainstream
education have received considerable attention in the research literature (Beijaard et. al.,
2004). Similar discussions in research literature in ELT contexts are growing, but
limited (Farrell, 2011). The teachers in this study shared many key influential objects
with teachers in mainstream education through their interpretations of objects such as,
value of qualifications, influence of learning experiences, and the role of collaboration
with colleagues (Curry & Wergin, 1993; AITSL, 2011). They also displayed aspects
that characterised the nature of their professional identities as teachers of English in
Japanese tertiary education: connection, commitment, apprenticeship, resourcefulness,
independence and enthusiasm. These aspects are informed by principle concepts of
symbolic interactionism, in particular, Vryan et. al.’s (2003) notion of identity (Figure
6.6 ).
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Figure 6.6: Diagrammatic representation of the key aspects of professional identity

Professional identity encompasses aspects of situational, social and personal identities
as discussed in chapter 3. This section discusses the key aspects that constitute
professional identity that are consistent with previous studies (Beijaard et al., 2004), but
also extends the discussion on professional identity to reflect the uniqueness of the ELT
context of this study. These key aspects of professional identity represent a synthesis of
common themes that reflect the significance of the various objects identified and
discussed in chapter 5. Although the aspects may be common to teachers in any
teaching context, the aspects were characterised by factors specific to ELT in higher
education in Japan. Each of the aspects is discussed in more detail.
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The first aspect is connection and relates to the teachers’ relationships and social
interactions with themselves, others and significant objects. It is a term that encompasses
the complexity of interpersonal interactions that exist in social situations (McCall, 2003:
p.331). This aspect is about the connection with others who influence the teachers’
notion of themselves as teachers and as professionals. The most significant
representation of connection for the teachers was with student. The interactions with the
students and what they learn/experience from those interactions, drives the pull factor to
keep the teachers teaching and to maintain their professional focus (5.2.6). It is the
aspect that focuses on the wellbeing of the students, and doing what they think is best for
the students. With a commitment to do what is best for the students, opportunities
become available to develop their skills and expand their depth of knowledge that
benefits effective learning and teaching. A common response to questions about reasons
for choosing teaching as a career was an emphasis on a need to help students beyond the
capacity of teaching English (5.2.2). The teachers indicated that they wanted to motivate
students to find their potential as individuals. They felt an obligation to provide a
significant level of moral guidance to the students. This reflects the ongoing process of
interpretation that characterises professional identity (Beijaard et al., 2004); an ongoing
process of meeting the needs of students coalescing with continued commitment to
maintain appropriate and relevant levels of skills and knowledge through professional
learning in order to meet these needs.

Connection is not only about relationships between individuals, but it also concerns the
connections with objects drawn on to foster and develop those relationships, such as
interpretation of past experiences (5.2.16), value and utility of skills and knowledge
gained through obtaining qualifications (5.2.12) or employing various tools of trade
(5.2.11). Teachers’ connections with the curriculum encompass a representation of their
ideas, beliefs and values. Original ideas that materialised in the form of complete units
of work were defended vigourously from change by those who conceived them (5.2.10).
This could mean that the teachers attempt to vindicate their beliefs, skills and knowledge
as teachers in order to gain validation and recognition from their peers and others.
Shared objects and interpretations of shared meanings imply degrees of closeness.
Teachers and students, for example, generally develop a strong bond through shared
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activities and regular interactions through the course of teaching practice while the bond
between teachers and management is more distant. The greater the distance between the
two groups (teachers and management), there is a greater chance of shared objects being
interpreted differently and the potential for conflict to occur between the two groups,
such as the foreign teachers’ interpretations of their contracts and the policy that denies
them tenured positions. This aspect reflects the complexity of professional identities in
terms of social interactions and the objects that contribute to those interactions.

Connection is perhaps the most important of the aspects of professional identity as it
represents the symbolic interactionist central principle of social interaction from which
identity is created. Identities are tied to social structures (Vryan et al., 2003), products of
various social situations representing membership characterised by shared meanings
toward objects. It is through connections that individuals are accepted and recognised as
part of the process of fitting in with others and within social situations. The teachers, for
example, are accepted into the language centre based on a number of objects of shared
meanings, such as qualifications, language, cultural background and teaching beliefs.
The complexity of connection evolves through interactions with students, peers and
teaching practice. The teachers negotiate these significant objects to suit their
interpretations of what it means to be a teacher and the process of negotiating
professional identity.

Apprenticeship is a key aspect that perhaps distinguishes teachers of English from
teachers in mainstream education settings. While a significant portion of teacher
education requires some form of internship or practicum (Darling-Hammond, 2000;
Gratch, 2000; Clarke, 2008, for example), the length of time is usually limited within the
term of the overall education program, such as a four-year education degree. The
teachers in this research, however, had experienced not only periods of internship, but
also a period of ‘apprenticeship’ before reaching their positions at the university (5.2.12
& 5.2.16). The concept of apprenticeship refers to the period when novice teachers
observe mentors or experienced teachers in action (Borg, 2004; Lortie, 1975). In Japan,
learning how to teach occurs ‘on the job’, or what may be described as ‘work-based
learning’ (Cunningham et al., 2004). The teachers learn from others who act as their
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mentors, they develop as teachers before reaching a level at which they feel almost equal
to their mentors. The teachers reach an acceptable and recognised level of skills and
knowledge along with practical experience and expectations that they permits some level
of independence and responsibility in their teaching roles. Moving to a new teaching
context, the process of apprenticeship often begins again because within each situation,
culture and practice of teaching, expectations and types of experiences are all unique.
This process of learning is not formalised, but it was found to be common to many ELT
contexts in japan. The teachers have the skills and knowledge to teach, but lack a
detailed understanding of the specific teaching context. Also through the process of
apprenticeship, teachers develop over time a sense of commitment to their beliefs and
values as teachers and to the profession itself.

Apprenticeship represents the temporal aspect of professional identity that echoes
identity’s ongoing and continuous nature (Vryan et al., 2003; Beijaard et al., 2004), as
well as the need to develop professionally. Professional identities are developed over
years through interactions with significant objects, such as teaching experience,
development of skills and knowledge as teachers and (re) education. The effectiveness
of the apprenticeship period depends on the time and the depth of an individual’s
interactions with these objects. Apprenticeship provides individuals with the opportunity
to develop freely as teachers of their own choosing, but also experience constraints that
test their resourcefulness as professionals.

The next aspect is commitment. According to Becker (1960: p.35) commitment is an
investment of energy that produces a consistent line of human behaviour that makes it
increasingly costly to follow alternative paths. The research concurs with Becker’s view,
especially with regard to the ‘costly’ factor. For the foreign teachers, they had made a
costly commitment by leaving their home countries to re-establish themselves in a new
one that is of a different culture (5.2.2). The commitment of the Japanese teachers may
be strongly related to personal economic circumstances and the reality that alternative
paths do not exist for them. The teachers, however, remained committed to who they
were and what they were expected to do, despite the context containing objects that may
challenge their levels of commitment, for example employment contracts (5.2.17) or
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language barriers (5.2.13). They saw themselves as teachers/helpers, given the task of
developing the language abilities of students. The teachers internalised the responsibility
of addressing the needs of the students they felt were a priority for achieving the overall
learning goals.

Commitment represents a conscious decision to connect and contribute with a specific
social structure. The basis of commitment echoes the interactionist concept of motive
which Albas and Albas (2004: p.349) describe as ‘reasons and purpose in which people
steer their conduct’. There is a sense of obligation to meet the expectations and needs of
others as well as for the needs of the individual. This was evident is the findings in
which teachers frequently commented that being a teaching was ‘a natural fit’ and that it
satisfied an internal need to help people despite less attractive elements persisting within
their role as teachers, such as committee work or job instability.

Resourcefulness represents the aspect of professional identity that reflects both the
opportunities and constraints of the teaching context. It highlights the teachers’
resourceful engagement in teaching practice in an unstructured teaching environment.
With limited guidance from external institutions, there was minimal structured guidance
on approaches towards teaching or standards of practice. Within the language centre
further limitations impacted professional identity in terms of limited focus on
professional development, However these limitations of agency provided opportunities
for teachers to demonstrate their resourcefulness. Instead of succumbing to the
limitations, the teachers needed to be creative in designing language programs that they
felt met the students’ needs (5.2.10). The meaning of needs in this context suggested
more than just addressing educational issues and improving their abilities in using
English. As part of their roles, teachers felt they needed to help students with personal
problems, and develop them into responsible and worldly individuals. As a consequence,
the teachers’ resourcefulness was constantly challenged to maintain creativity in
adapting teaching styles and content to a context that was often described as unusual
and, in some, cases challenged personal beliefs and practices.
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This feature reflects the freedom-constraints dimension of identity described by Vryan
et. al. (2003). Individuals have freedom to be creative but their identities may be
constrained by objects within their situational contexts. However these constraints also
provide an opportunity for individuals to be resourceful, overcoming such limitations in
order to remain committed to their purpose and role as professionals. This feature is also
consistent with notion of agency (Blumer, 1969; Vryan et. al., 2003; Beijaard et. al,
2004). Individuals have flexibility in choice of how they negotiate and represent their
identities in social interactions (Vryan et. al., 2003: p.380).

Closely linked to the aspect of resourcefulness is independence. Within the structure of
the university and the language centre, teachers were afforded certain amounts of
independence in their teaching practices. This allowed teachers to be active in the ‘inbetween ground … a place for experiment’ (Alsup, 2006: p.6) in both lesson design and
development as teachers. Independence for a teacher of English has its benefits, but the
research indicated that it also had its shortcomings. If a line exists that separates
independence from isolation then it may be a very thin one for teachers of English. The
mere practice of teaching in the classroom can be very isolating. One of the attributes
that the teachers liked about their jobs as a teacher was a certain level of independence
or autonomy they were afforded in their practice, such as choice of resources and
approaches to teaching. But the level of independence masked a feeling of isolation in
several areas. Atsushi’s research interest (5.2.13), for example, is motivation of students
learning English. He indicated his enthusiasm to incorporate approaches to teaching that
encourage student motivation, but also felt frustrated that others within the language
centre did not share his interests. There was a suggestion in this study’s findings that
administrative controllers marginalised teachers who displayed innovative attempts to
modify the status quo on approaches to curriculum design.

Independence is a feature consistent with those discussed in other studies that focus on
professional identity (for example, Beijaard et. al., 2004) as it again relates to the notion
of agency and the ability of individuals to construct an influence their social worlds
(Sandstrom & Fine, 2003). Individuals develop their professional identities through
situations that arise through the practice of teaching. The concept of identity, however, is
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not just about the individual, but ‘serves as a pivot between the social and individual’
(Wenger, 1998: p.145). Therefore the feature of independence does not imply any
exclusion of the social. It does, however, imply that individuals develop their
professional identities according to their own interpretations and meanings that arise
from social contexts and ‘membership in social communities’ (Wenger, ibid: p.145).

Enthusiasm was identified as a significant key feature characterising the emotional
commitment to the teachers’ professional identities and their teaching practice.
Enthusiasm in this context means that the individual is deeply committed, involved or
interested on an emotional level. It is used to describe the strong affinity an individual
has towards, for example, a cause, activity or ideology. Enthusiasm may not necessarily
be towards teaching specifically, but the research showed that teachers with strong
enthusiasm, or eagerness to teach, sought to maximise opportunities to bring those
passions into the classroom (5.2.10). The findings showed that enthusiasm is relational
to the personal identity of the teacher, a display of individuality in teaching practice.
From the teachers’ perspectives, it was a means of communicating from a personal
aspect of their lives in a professional context. They channelled that passion through
their teaching, arguing that students benefited from learning about something that the
teacher felt would otherwise not be exposed. In many cases it related to the teachers’
view that their role was more than that of language teachers.

This feature of professional identity perhaps echoes closely attributes personal identities
as it encompasses aspects that define individuals as unique compared to others (Vryan
et al., 2003). Enthusiasm represents the intrinsic drive to engage in certain behaviour
that satisfies the expectations and needs of others, but more importantly, satisfies
personal needs of the individual, such as recognition and acceptance of position or
status, achieving levels of fulfilment in a particular role or rewarding a hedonistic urge.
Enthusiasm greets challenges posed by situations within the context, requiring
individuals to be resourceful in order to overcome these challenges for the benefit of
others, but more importantly, strengthen the sense of who they are and what they have
chosen to do. This was reflected often in many of the teachers explanations for choosing
teaching: that it was a natural fit (5.2.2). It is perhaps the feature that commits the
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individual to a particular field, activity or behaviour in order to belong to and be
accepted by a particular social group or organisation.

The discussion of the findings in this section builds on Vryan et. al.’s (2003) notion of
identity and its subgroups (situational, social and personal). This study places the notion
of professional identity on top of the three, drawing on a number of their defining
aspects. The key aspects identified in this study contributes to a greater understanding
of the notion of professional identity, which according to Beijaard et. al. (2004) is
lacking in many studies focused on professional identity. The research literature
exploring professional identity often identifies professional development activities as
significant contributors to the development of teachers’ professional identities, yet they
rarely identify the aspects of identity that are impacted. This study has broken down the
notion of professional identity and explored a number of key aspects that were
prominent in the process of negotiating the professional identities of teachers in this
study. The findings showed that not one of the key aspects dominated the professional
identities of the teachers, but instead they were interrelated.

6.5 IMPLICATIONS
JAPAN

OF PROFESSIONAL IDENTITY FOR TEACHERS OF

ENGLISH

IN

This chapter has discussed the findings that answer two of this study’ three research
questions. Questions that explore the nature of professional identity and the factors that
significantly influence the process of negotiating professional identity. This section
answers the third research question that questions the value of this study’s findings for
teachers of English in Japan.

At the heart of this study is a concern for the professionalism of ELT in higher
education in Japan. The level of professionalism in ELT in Japan is often questionable
due largely to the prominence of private language conversation schools that dominate
common perceptions of ELT in Japan (Bossaer, 2003). Most discussions in the research
literature that explore the level of professionalism in ELT focus on the activities and
roles of management with limited focus on professionalism of teachers in specific
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contexts, such as higher education (Gurr, 1995; Farmer, 2006). Other studies in the
research literature that explore professional identity focus on specific aspects of
professional identity, but few focus on the professional aspect (Beijaard et. al., 2004).

Identity is a social conception that indicates a specific location within some form of
social structure, such as a language centre at a university in Japan. It is an aspect of self
that is most public as it is perceived and interpreted during interactions with others
(Vryan et al., 2003: p.368). This view of identity is consistent with this study’s findings
that professional identity is impacted significantly social contexts that encompass
external objects, such as social interactions, past life experiences and actions of others,
as well as internal or contextual objects, such as the school, routine activities as part of
teaching practice, management policy and interactions with students. Both external and
internal objects influence significantly the process of negotiating professional identity
(6.3), reflecting its complex nature. Furthermore, the complexity of professional identity
is characterised by the key aspects identified in this study (6. 4). Future studies that aim
to explore professional identity need to recognise the nature of this complexity to avoid
superficial investigation that may contribute to ambiguous understanding of notions of
professional identity (Beijaard et. al., 2004).

Aspects of professional identity can be strengthened to enhance the professional status
of ELT in Japan through explicit activities of professional development and awareness
of the implications of implicit activities that tend to be more significant influences on
professional identity. This study provides a foundation for further research into
professional identity through the key aspects and objects that define it. It provides a
starting point on which to explore suitable approaches to professionally develop
teachers. Engagement in activities of professional development has been criticised as
meaningless without an accepted base level of competency for entry in the profession
(Gabrielatos, 2002). The key aspects and the process of negotiating professional identity
discussed in the findings of this study contribute to this base level through established
standards that encompass aspects that build a framework for developing professionals
that contribute to maintaining acceptable levels of quality teaching. This study awakens
individuals to the notion of professional identity that moves beyond the common
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characterisation that define it simply as the possession of appropriate qualifications or
years of experience. The key aspects provide benchmark or key indicators to build
around standards of practice, adding depth to our understanding of its complexity.

Mullins and Ingvarson (1999) claim that teachers are yet to be drawn together as
professionals, taking on responsibilities as professionals, and being seen by the
community as professionals. The field of ELT in Japan has some way to go before it can
confidently declare its professional status. The teachers are professional in practice, but
as yet not in status. One of the core problems hindering this process is the notion of
individuality and a reliance on external bodies to set the parameters of work. The
findings from this research are consistent with Mullins and Ingvarson’s claims, perhaps
more acutely given the absence of any significant body providing a professional
framework for the teachers and the limited interaction teachers have with each other,
accentuating the notion of individuality. The implication of this finding for professional
development in this context is the opportunity to reconsider the notion of professional
development given the unique nature of this teaching environment. In particular, the
importance of interactions with colleagues through discussions of teaching practices
that provides the opportunity to confirm practices, share ideas, and discuss issues is
highlighted by the findings of this study. Without this opportunity to enter a space for
reflection, the process of self-interaction creates an imbalance in reality and meaning
creation of individuals.

Work-based forms of professional development focus on developing teaching skills,
building knowledge and opportunities for individuals to choose their own career paths.
Perhaps in light of the findings from this study, the term professional development is
misleading and often associated with negative connotations. Mullins and Ingvarson
(1999) add valuable insight to the discussion of relevancy of professional development.
They argue that professional development assumes teachers possess a professional
status whereas the term develop professionally places emphasis on the action to develop
within a professional context, whether the teachers are professional or not. As part of
the uniqueness of the context, teaching practice in the workplace developed the skills
and knowledge of the teachers through an evolutionary process: with action comes
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function and through function strengths and weaknesses are sorted out as a matter of
process, consciously and sub-consciously. In the case of the teachers, the process of
reflection (said to be at the heart of professional development) occurred through a wide
range of teaching activities as well as non-teaching activities. The influence of
interacting with the interpretations of these reflections was significant in the teachers’
processes of strengthening their professional identities as teachers.

The component of becoming a teacher (6.3) is a layer in the process that is often ignored
by the likes of management and is perhaps the reason why conflict occurs because the
value of the individual as a professional is not recognised or supported by the
management. It is part of the identity process that occurs within the inner-conversation
where the individual interprets and reinterprets what it means to be a teacher. They
identify their strengths and weaknesses within themselves through interactions with
others and make decision on actions to address issues that challenge or compliment their
notions as professionals. It is part of the process that is linked to being a better teacher,
the aspect that drives self-improvement for the benefit of the students, but of equal
importance, to increase a sense of fulfilment in who they are and what they do as
teachers. It is a personal process that draws on a number of objects that are interpreted
in relative to their present social situations. One single object does not define
professional identity, such as gender or culture. Instead becoming a teacher
encompasses a many objects that hold different levels of value and importance
depending on the social situation.

The importance of social interactions is raised through the findings of this study. Other
studies that explore professional identity refer to the importance of social context, but
few define it in great detail or explore the role of others in the negotiation process of
professional identity. Social interactions are significant given the limited influence of
professional leadership. The social connection provides an important mechanism for
individuals to evaluate themselves as teachers. For teachers of this study, social
connections were vital to their professional identities. The connection provided a
validation of who they were and what they did or need to be within the context of their
teacher practices.
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6.6 SUMMARY
The process of negotiating professional identities as teachers of English has three
components: being a teacher, social connections as a teacher, and becoming a teacher.
Each component of the process has a number of influential attributes that contribute to
the negotiation process. It is a process that individuals experience in their activities as
teachers and one that contributes to the production of key aspects that characterise the
professional identities of teachers of English. From the process of negotiating
professional identities as teachers of English, several key aspects were identified that
characterised a professional identity of a teacher of English: commitment,
apprenticeship, resourcefulness, independence, connection and enthusiasm. The
teachers exhibited the key features in their practice as teachers of English.

The absence of explicit forms of professional development in this study was a
significant contributor to professional identity. Professional development needs to be
based on where the teachers are and what they are doing, which aligns with current
notions of professional development that it has to be site-based (Richards & Lockhart,
1994; Craft, 2000; Bailey et al., 2001; Fraser et al., 2007; Soriano, 2009). The
implicitness of professional identity formation is highly complex through examining the
relationship between identity formation, membership, competence and legitimacy of
access to practice (Tsui, 2007). The implicit nature of professional identity negotiation
supports Mullin and Ingvarson’s (1999) notion of developing professionally rather than
committing to the traditions of engaging in professional development activities. The
former suggests through practice and actions, teachers develop professionally,
strengthening who they are as teachers, whereas the latter implies an additional activity
to normal teaching practice that carries unreliable expectations and assumptions of
developmental outcomes. The notion of professional identity is continuous and
evolving, reliant on complex interaction with social contexts. Through a focus on the
notion of professional identity, this study aimed to explore the nature of professionalism
of English language teachers in Japan. The key aspects that were found to characterise
professional identity may contribute to future efforts that aim to strengthen the
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professional status of ELT teachers in higher education contexts in Japan, such as workbased professional development activities.
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Chapter 7:

CONCLUSION

7.1 INTRODUCTION
In this concluding chapter, the aims of the research are reviewed and the implications of
this study discussed. The chapter also offers recommendations for future research that
extends discussion of professional identities of teachers of English in Japan and the
influences on the process of negotiating their professional identities.

7.2 AIM OF THIS STUDY
The aim of this study was to explore the professional nature of teachers of English at a
university in Japan and the objects that affect their processes of negotiating a
professional identity. This study emerged from personal observations and teaching
experiences in Japanese higher education, that recognition of teachers of English as
professionals are overlooked because of limited understanding of what constitute their
professional identity and the value of this understanding for ELT. Universities in Japan
are consistently challenged to remain financially viable in the face of declining
enrolments and increased competition. As part of their efforts to meet these challenges,
improvements to ELT often focus on changes to areas such as curriculum content or
mode of lesson delivery. According to Hattie (2003), however, one of the most
significant influences on learning is the teacher. Therefore, any focus on improving
learning outcomes that may also contribute to the financial viability of universities in
Japan requires a greater understanding of its teachers through closer examination of
their professional identity.

The analysis and interpretation of the data collected from interviews with fourteen
participants was informed by symbolic interactionism, a useful theoretical framework
for this thesis given its tendency to take a broad view of social contexts. The cultural
complexity of this study’s research site required a theoretical perspective that advocated
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a pragmatic perspective that was not confined by theoretical assumptions or bias to
explore the concept of professional identity.
The literature describes professional identity as an ambiguous term that appears to have
entered academic discussions based largely on assumed understanding (Beijaard et al.,
2004). The scope of this thesis was not to address the issue of ambiguity, but explore
the nature of professional identity in the context of higher education in Japan in order to
contribute to a greater understanding of this concept. This study revealed the
professional identities of the teachers were characterised by degrees of professionalism
that evolved over time through professional practice, measured through processes of
interpretation of reflection and evaluation. The process of reflection and evaluation,
however, was largely carried out through routine teaching practice instead of any formal
system of evaluation that is often a feature in other professions. While the teachers
shared many of the same qualities as professionals with their mainstream peers, they
lacked certain qualities that affected their professional identities namely, professional
guidance and commitment to sustained engagement in activities to develop
professionally. The nature of teaching English in higher education in Japan leaves little
opportunity for teachers to develop professionally nor does it provide any push factors
to develop professionally, such as commitment to a code of teaching practice or
obligations to engage in activities of professional development. In the absence of any
formal structure of professional support, the teachers defined their own standards, codes
of practice and measures of performance as teachers of English; professional individuals
functioning autonomously and responsibly within the same social situation.

This study found that professional identity is a process influenced by many objects
within social situations; in terms of this study, teaching English at a Japanese university.
The objects were things that held meaning for the participants in their roles as teachers:
things that were immediate to their teaching situation (such as, notions of being a
teacher, approaches to teaching, beliefs and values as teaches, relationship with others)
and things that were ancillary to who they are in contexts beyond teaching (being a
parent, affect of life experiences, activities outside teaching, for example). Three main
components framed this process: being a teacher, becoming a teacher, and social
connections as a teacher. Teachers pass through each component in their roles as
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teachers, interpreting who they are through their social interactions with objects (for
example, people, physical objects, ideas) that have meaning and are interpreted both by
others and by the individuals themselves to have meaning. From this process, several
key aspects that constitute professional identity were identified: connection,
commitment, apprenticeship, resourcefulness, independence and enthusiasm. Although
each aspect may be common to many teaching contexts, objects specific to the research
context defined them.

This study addresses assumptions commonly held about the development of an
individual’s professional identity, mainly that it evolves from periods of teacher
education or engaging in activities of professional development. While both have their
place in the process of negotiating and managing profession identity, this study found
that they were one of many factors that significantly affect professional identity. The
value of this study’s exploration of professional identity highlights the need for greater
recognition of both explicit and implicit factors that shape professional identity. The
nature of teaching English in Japanese universities is a time-consuming profession and
the obligation to participate in activities of professional development that advocate
opportunities for professional improvement as a teacher are often inappropriate for
contexts such as the one in this study.

7.3 IMPLICATIONS OF THE STUDY
The findings of this study contribute to efforts and discussions toward exploring
effective processes for teachers of English in Japan to develop professionally. The
findings challenged the common notion that professional development is defined by
activities additional to teaching practice and are vital to maintaining effective teaching
practice, as well as developing a professional identity as a teacher of English (Bailey et
al., 2001). Traditionally, professional development has been seen as a product offering a
range of activities that pose as tonics to aid teaching practice for the benefit of meeting
expectations of stakeholders and developing skills and knowledge of teachers. The
findings from this study, instead, showed that the teachers developed professionally
through routine teaching practice and activities. The teachers were able to negotiate and
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manage their professional identities through routine activities as teachers, whether in
their role as a teacher or in other activities required of them within the teaching context,
such as, being a member of a committee that developed curriculum. It could be said that
the teachers were engaged in a process of action learning (Aubusson et al., 2009: p.13).
Action learning, however, is defined as a process of learning through action and
reflection: a conscious, deliberate process to develop, whereas the teachers in this study
were engaged in a process of action and reflection that was largely implicit. Their
actions through routine activities were primarily focused on teaching practice and
achieving the aims of the language centre rather than developing skills as professionals.

This study extends the symbolic interactionist view that identity is a complex concept
constructed from social interactions (Stone, 1962). Professional identity was found to be
a multidimensional process that encompasses the three fundamental identities discussed
by Vryan et. al. (2003). This study revealed that professional identity cannot be
perfectly placed within any one of the three, rather it encompasses the characteristics of
all three. Professional identity is negotiated and managed within a specific social
structure, influenced by meanings that emerge from interpretations of interactions with
objects directly connected to the specific social structure as well as from other social
structures. Further investigation of professional identity needs to acknowledge this
multidimensional nature of the process and that many objects influence the process. To
not acknowledge the complexity may contribute to the ambiguity of current
understanding and use of the concept in the research literature (Beijaard et al., 2004).

The significance of this study is its contribution to the body of knowledge on
professional identity of teachers of English in Japan, but more specifically, exploring
the objects that influence the processes of how they negotiate their professional
identities. This study builds on the existing knowledge of professional identities of
teachers and explores the implications of such knowledge for teachers of English
specific to the context of ELT in Japanese universities. A focus on the notion of
professional identity contributes to a greater understanding of the teachers’ professional
needs, which has implications for the addressing the obligations of universities in Japan
to provide effective and quality educational experiences. Equally important, it obliges
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the universities to foster a professional context in which teachers of English have the
opportunity to continue developing their professional identities in the field of ELT.

7.4 RECOMMENDATIONS FOR FURTHER RESEARCH
This study recommends further research that extends our understanding of professional
identities of teachers in ELT in Japan. In particular, this research recommends further
studies focused on the workplace as a primary place for teachers of English to develop
professionally and explore ways to maximise the opportunities to develop their
professional identities. The research also recommends exploring ways to move the
teaching of English towards professionalising the field of ELT in Japan, especially at
the tertiary level.

A significant limitation of this study is that fundamentally it was a case study, focused
on one particular university in Japan. Further research could be undertaken to explore
the professional identities of teachers in other tertiary education context in Japan.

This research identified three components of the negotiation process of professional
identities (being a teacher/social connections as a teacher/becoming a teacher). Further
research could explore each of the components in greater detail. In particular, a
longitudinal study could be undertaken to chart the movement of teachers from one
component to the next as they move into various teaching situations.

An aim of this research was to identify the objects that significantly affect the process of
negotiating professional identity. Given the limited research on professional identity
specific to ELT, further research could be conducted to explore the significance of
individual objects that influence the process, such as the influence of specific cultural
aspects, teaching beliefs or teacher knowledge.

This study identified several key aspects that characterised the professional identities of
teachers of English. A similar study could explore further the interrelatedness of these
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aspects and the relationship of these aspects in developing effective activities that
professionally develop teachers of English in Japan.

This study found that the professional identities of the teachers were significantly
influenced through routine activities in their teaching practices rather than explicit
engagement in activities of professional development. Further studies could focus on
areas of teaching practice that contribute significantly to the professional development
of teachers, to facilitate an effective development process for the betterment of the
individual as a teacher and to broaden the practice of teaching. The ability to develop
professionally is a tool that shapes professional identities.

The teachers in this research were found to have developed professional identities in the
absence of any significant professional association or standards of teaching practice. If
the teachers are to use the term professional and the main focus of their teaching
practices is achieving the best outcomes for students, there needs to be a framework
developed by a peer group that is credible. Further studies could focus on the
relationship between the notion of professional identity and frameworks for teaching
standards specific to ELT teaching in Japan.

7.5 CHAPTER SUMMARY
The genesis for this research emerged from a view for the need to develop an effective
and sustainable system of professional development specific to the teachers of English
teaching English at universities in Japan. The nature of teaching is a process reliant on
remaining abreast of improved practices and development in the field and therefore
considered beneficial to improvement in teaching practices and learning outcomes. It is
a professional obligation to commit to a process of development that benefits all
stakeholders in the educational context. Before going headlong into designing a system
of professional development, however, the question that needed to be addressed was
why is a professional development system needed? And, more importantly, for whom?
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The purpose of this thesis was not to advocate action, but to explore and shed light on
an area of teaching that rarely receives concentrated attention: exploring the
professional identities of teachers of English. The value in this research is that it may
contribute to a system that professionally develops teachers of English in Japanese
tertiary education; one that embodies the nature of human conduct, creates opportunities
for individual development, and establishes paths of leadership and direction. Exploring
the nature of professional identity, key aspects that characterise it and the objects that
affect the processes of negotiating the professional identities of teachers of English are
suitable starting points for such an ambitious venture.
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APPENDICES
APPENDIX A: INTERVIEW QUESTIONS
Preamble
As you have already been informed, this is a study about how teachers negotiate their
professional identities. The types of teachers I’m looking at are those in a university
setting such as the one here at Tokai. The questions are designed to help build a picture
of who you as a teacher and how negotiate your identity. It is not an evaluation of your
teaching practice. Do you have any questions or concerns before we begin?

I’d like to begin by asking you some questions about your learning experiences.
Learning experiences
1.
2.
3.
4.

What was your major at university?
Do you have any plans to continue studying?
How would you describe your learning experiences?
Do you remember any particular learning experiences that have influenced your
style of teaching?

Teaching experiences
5. How long have you been living in Japan?
6. What were some of the reasons for choosing to come to Japan?
7. Have you lived in any other countries before coming to Japan?
8. How long have you been teaching?
9. Had you always wanted to be a teacher?
10. How important is it for you to be a teacher?
11. How interested are you in teaching English as a foreign language?
12. What would you say motivates you to teach?
13. What would you say has been the greatest influence on your method of
teaching?
14. What do you think it means to be a teacher?
15. What would you say are important attributes to being a good teacher?
16. Do you consider yourself to be a good teacher?
17. In your opinion, do teachers and EFL teachers share the same attributes?
18. In your present role, how would you define yourself-teacher, lecturer or
professor?
19. How do the students normally address you?
20. How do you feel about being referred to as ‘a native teacher’? or ‘a Japanese
teacher’?
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21. Can you tell me about some challenges you face when teaching?
22. Could you describe what you would consider to be a good lesson-one that, in
your mind, worked well?
23. Could you describe what you would consider to be a less successful or effective
lesson?
24. How much influence to you feel you have on curriculum development at this
university?
25. Do you have a second job?
26. Where do you get your ideas for you lessons?
27. How passionate are you about teaching?
Professional development
28. Do you undertake any type of teacher development activities?
29. How would you describe effective ways to develop teaching skills?
30. What do you think is needed to be a good EFL teacher in higher education
teaching contexts in Japan?
31. What are your thoughts on the following statement from TESOL’s position
statement on teacher quality?
a. Native speakers proficiency in the target language alone is not a
sufficient qualification for such teaching positions; the field of
teaching of teaching English to speakers of other languages
(TESOL) is a professional discipline that requires specialized
training.
32. How would you define someone as being a professional?
33. Do you consider yourself to be a professional?
34. Do you belong to any professional organisations? Why?
35. Do you think employment status influences your role as a teacher?
(tenured/contract; fulltime/part-time)
36. How do you think you are treated by this organisation?
37. Do you feel marginalized in your role at this university?
Language skills
38. How would you describe your Japanese language skills?
39. Do you think that it is important to have Japanese language skills to be an
effective teacher at this university?
Job satisfaction
40. Do you find teaching English in a higher education context rewarding?
41. How do you measure success as a teacher?
Relationships
42. How would you describe your relationship with your colleagues? management?
students?
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43. For native speakers of English: Do you feel obliged to develop friendships with
other teachers beyond your role as a teacher?
Space
44. How important is it for you to have your own office space?
45. How would you describe your relationship with your officemate?
46. How does your office space reflect your identity?
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APPENDIX B: CONSENT FORM TO PARTICPATE IN THE STUDY

CONSENT FORM FOR TEACHERS

Negotiating Professional Identities:
English language teachers in Japanese higher education

Researcher: Mark Fraser

I have been given information about Negotiating Professional Identities: English
language teachers in Japanese higher education. I have discussed the research project
with Mark Fraser, who is conducting this research as part of a Doctor of Education
supervised by Dr Honglin Chen and Dr Ken Cruickshank in the Faculty of Education at
the University of Wollongong, New South Wales, Australia.

I understand that if I consent to participate in this study, I consent to participate in an indepth interview to be conducted by Mark Fraser. I also consent to allow copies of my
print and electronic communications from the in-depth interview to be used in the study.
I understand that my contribution will be confidential and that there will be no personal
identification in the data that I agree to allow to be used in the study.

I understand that there are no potential risks or burdens associated with this study, and
have had an opportunity to ask Mark Fraser any questions I may have about the research
and my participation.

I understand that my participation in this research is voluntary. I am free to refuse to
participate, and I am free to withdraw from the research at any time. My refusal to
participate or withdrawal of consent will not affect my treatment in my place of work in
anyway.
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If I have any enquiries about the research, I can contact Mark Fraser 0466 28 7802, and Dr
Honglin Chen or Dr Ken Cruickshank (61 2 42215854).

If I have any concerns or complaints regarding the way the research is or has been
conducted, I can contact the Ethics Officer, Human Research Ethics Committee, Office
of Research, University of Wollongong on 4221 4457.

By signing below I am indicating my consent to participate in the research.

I understand that the data collected from my participation will be used primarily for a
EdD thesis, and may be used in summary form for journal publication, and I consent for
it to be used in that manner.

Signed

Date

.......................................................................

......./....../......

Name (please print)

.......................................................................
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APPENDIX C: PARTICIPATION INFORMATION

PARTICIPATION INFORMATION SHEET FOR TEACHERS

TITLE: Negotiating professional identities: English language teachers in Japanese higher education

PURPOSE OF THE RESEARCH

This is an invitation to participate in a study I plan to undertake as part of my candidacy
for a Doctor of Education, offered through the Faculty of Education at the University of
Wollongong, New South Wales, Australia. The purpose of the research is to explore
how teachers of English in Japanese higher education contexts negotiate their
professional identities. The study also wishes to explore the implications of the notions
of teacher professional identities on issues pertaining to establishing systems of
professional development.
DOCTORAL

SUPERVISORS

CANDIDATE
Mark Fraser

Dr Honglin Chen

Dr Ken Cruickshank

Faculty of Education

Faculty of Education

0466 287802

Ext: 3941

61 2 42215854

mpf249@uow.edu.au

honglin@uow.edu.au

kenc@uow.edu.au

METHOD AND DEMANDS ON PARTICIPANTS
If you choose to be involved, you will be asked to participate in an in-depth interview
that will be recorded to identify and explore the resources used in negotiating teachers’
professional identities. Typical questions in the interview include: How did you come to
teaching? How would you describe a successful lesson? What attributes contribute to
being a good teacher? What professional development do you undertake? What learning
experiences have influenced your method of teaching? What resources and/or tools do
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you usually use in the process of lesson preparation and delivery? How would you
describe your relationship with your colleagues?

A transcript of the interview will be provided for confirmation of details given during
the interview, and an additional meeting may be needed to assist with clarification of
content.

POSSIBLE RISKS, INCONVENIENCES AND DISCOMFORTS
Apart from an hour or two of your time for the interview, we can foresee no further
inconveniences or risks for you. Confidentiality is assured. Your name, the name of the
university and the names of other participants will not be identified in any part of the
research. Your involvement in the study is voluntary and you may withdraw your
participation from the study at any time and withdraw any data that you have provided
to that point. This study is for personal purposes only, and therefore, refusal to
participate will have no repercussions on your working relationship with the university.
Nor will is affect your relationship with the University of Wollongong.

FUNDING AND BENEFITS OF THE RESEARCH
This study is unfunded as it contributes to fulfilling the requirements of being awarded a
doctoral candidacy with the University of Wollongong. Findings from the study will be
published in a thesis and possibly published in educational journals.

FURTHER INQUIRIES, ETHICS REVIEW AND COMPLAINTS
If you have any further questions or concerns, please feel free to contact me
at mpf249@uow.edu.au or on 0466 287802. This study has been reviewed by the
Human Research Ethics Committee (Social Science, Humanities and Behavioural
Science) of the University of Wollongong. If you have any concerns or complaints
regarding the way this research has been conducted, you can contact the University of
Wollongong Ethics Officer on (02) 4221 4457.

Thank you for your interest in this study.
Mark Fraser
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